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ABSTRACT

The main purpose of this research evolved from the

2003 publication by S. W. Bauer titled Well-educated mind:
A guide to the classical education you never had, a study
of the significance of new methods of teaching history
courses. Bauer argues that the grammarian approach of
simple recognition and memorization removes students from
reading the primary sources. This theory suggests a new
methodology for both instructors and students through the
three-stage process of grammar, dialectic, and rhetoric
preparation in the form of "great books," and life-long
learning of paideia for instructors. This type of

pedagogical methodology is highly publicized and regularly
suggested but rarely implemented. Testing its effectiveness
is thus significant.

This paper supports Bauer's thesis

and provides evidence through extensive interviews that
indeed this concept of pedagogy (supported by Bauer) is
present in Southern California schools. As a result of this
exploratory research in the Inland Empire, Southern
California, it is the conclusion of the study that history
curriculum and pedagogy is obstructed not by the poorly
prepared teachers but by the systemic problems such as: the
marginalization of the history and humanities curricula.
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lack of instructional hours, the overall politicizing of
curriculum, teaching towards the tests, and limiting the

history education through Academic Performance Index (API)
scoring game.

This study serves as a testimony to the hard

work of history teachers and their uphill struggle to
deliver quality of education despite the systemic
limitations.

This paper attests to the existence of

trivium and paideia concepts among Southern California's
teachers.

What limits the desired educational outcomes in

history pedagogy in the Inland Empire schools is the
overall mutual exclusivity of the curriculum and the
instructional time.

The dichotomy of this mutual

exclusivity was found to be represented by the excellent
(Bauer supported) curriculum standards and well-prepared
teachers on one side, and the testing methodology and lack

of instructional time on the opposite side. With these
findings among Southern California schools it is almost
impossible to set any meaningful goals and corrections to

remedy the decaying state of history education.

IV

ACKNOWLEDGMENTS

I would like to thank all those who participated in

this study and in the preparation of this work: Dr. Michael
Verdi, Dr. Mark Groen, Dr. John Winslade, and Dr. Jim Hill
at California State University.

Your meetings,

suggestions, corrections, and overall help were very

supportive of this project.

I would like to thank my wife.

Magnolia; her parents: Josefina and Elisito De Guzman who
lovingly took care of our little daughter Chloe in support
of this long-term project.

I would like to thank my father

Eugeniusz Stanek for his support and proud comments.

Special thank you to my grandmother Jozefa Nalepa for
instilling love of books and knowledge, to my entire family
and friends. Thank you.

V

DEDICATION

To my mom Barbara, my wife Magnolia, and Chloe

TABLE OF CONTENTS

ABSTRACT

iii

ACKNOWLEDGMENTS

v

LIST OF TABLES

ix

CHAPTER ONE: INTRODUCTION

1

Statement of Problem

5

Research Themes

6

Significance of the Study

8

Definition of Terms and Constructs

8

Overview of the Study

10

Background

10

CHAPTER TWO: LITERATURE REVIEW

15

Global and Eurocentric Perspectives on Teaching
History

16

Transfer of Knowledge: A Historian

26

Teaching and Learning History

27

History Curriculum and Pedagogy

33

Grade Six—Twelve and History Framework

38

Assessment Tools in History Courses

58

Models of Teaching

61

Paideia Concept in Teaching History Courses

65

The Idea of Rhetoric

70

Paideia, Rhetoric and Modern Education

74

"Well-Educated Mind": Working Theory by S. W.
Bauer

75

VI

Global Link of "Well-Educated Mind" According to
Bauer

79

Postmodern Perspective on Modern Education

81

Self-Determination and Post- Colonialism in
Education

88

Postmodern Philosophy to Pedagogy

90

History in the Postmodern World

92

How Is the Literature Review Tied to the Purpose
of This Work?

94

CHAPTER THREE: RESEARCH METHODS

Description of the Study

98

99

Procedures

101

Participant Description

106

Participant Recruitment

108

Research Questions

110

Methods of Analysis

Ill

CHAPTER FOUR: RESULTS AND FINDINGS

Results Summary of the Survey Instrument
Descriptive Data

113

Emerging Themes From Interviews

125

Research Question 1

127

Research Question 2

132

Research Question 3

134

Research Question 4

141

Research Question 5

144

Research Question 6

145

Vll

CHAPTER FIVE: DISCUSSION OF FINDINGS

Discussion of Findings and Themes

151

Limitations of Study Design and Procedures

162

Findings and Future Implications

164

APPENDIX A: THE "GREAT BOOKS" LIST

168

APPENDIX B: INTERVIEW TRANSCRIPTS

171

APPENDIX C: SURVEY CONSENT LETTER

210

APPENDIX D: INSTITUTIONAL REVIEW BOARD APPROVAL

212

APPENDIX E: SURVEY INSTRUMENT

214

REFERENCES

219

Vlll

LIST OF TABLES

Table 1.
Table 2.

Standards in History for Grades 8-12

50

Contents of Historical Thinking Standards
for Grades 8-12

55

Table 3.

Interview Participants

109

Table 4.

Respondent Characteristics

115

Table 5.

Descriptive Summary of Primary Source Usage
in Southern California Secondary Schools

Table 6.

124

Result of Adler's "Great Books" Concept

Familiarity Among Teachers From Survey
Instrument

Table 7.

149

Dichotomy of Limitations and History
Education

166

IX

CHAPTER ONE

INTRODUCTION

A colleague and a researcher recently asked, "What

type of information do we have available about history
education at the K-12 level?" The stereotypical and the

disappointing reply is—no one cares.
The Department of Education is the primary source of
information in this matter.

It provides regular studies

and analyses of the transcripts of graduating high school
seniors (Townsend, 2010). The most recent (2005) analysis

presents history courses soundly placed in the K-12
curriculum. A recent (2005) Department of Education report
reads,

the U.S. history courses are fairly ever-present in

the K-12 curriculum taken by 94% of the high school
graduates in 2005, while world history grew
significantly over the past 20 years from 60.1% of the

graduates in 1990 to 75.5% among those exiting in 2005
(USDE, 2005). In comparison, 79.2% of the 2005

graduates had taken courses in government or civics,
and less than half of students had taken courses in

economics, geography, psychology, and sociology.
(Townsend, 2010, p. 1101)

The statistical data from the Department of Education

tend to piece together all social sciences, including
history, into summary reports or longitudinal studies. In
general, however, more graduating high school students

earned their greater share of credits in the social studies
and history (Townsend, 2010). In the span of this decade,
the data and statistical analyses were derived only from
the measurable trends embedded in the state-level standards

and their measurements (Townsend, 2010).

The Department of

Education electronic publications on all education reforms
show that "the social studies and history are only valued
as test-worthy in 11 states" (Townsend, 2010, p 1101). In

comparison, all of the states test for English, math, and
science (USDE, 2005).

At a joint press conference on May 9, 2002, the U.S.
Department of Education released the results for the 2001
National Assessment Educational Progress (NAEP) U.S.
history assessment;

There was some good news in the NAEP assessment, also
known as "The Nation's Report Card: U.S. History,

2001," as the average scale scores of both fourth- and

eighth-graders showed improvement from the previous
assessment in 1994" (NAEP, 2002).

According to the same source, "the fourth-graders' average
scores rose from 205 to 209 (out of 500 possible points),
while the eighth-graders' scores rose from 259 to 262"
(NAEP, 2002).

Furthermore, the NAEP data showed that a significant

number of students still operate on what the NCES termed

"below basic" knowledge of historical comprehension
(Townsend, 2010). Of the fourth-graders, 33% were

determined as having below basic knowledge (down from 36%

in the previous NAEP assessment in 1994). Townsend (2010)
report points out that almost 36% of the eight-graders and
57% of the twelfth-graders were tested below basic in
history comprehension (USDE, 2002).
Most of the analysis of this (2002) report expressed
concern that many students possessed a below basic
knowledge of American history and history in general.

History courses are a critical part of our nation's school
curriculum, "it is through history that we understand our

past and contemplate our future" (Ravitch, 2002, p. 2).
Ravitch (2002) estimated that all "published questions that

stumped so many students involved the most fundamental

concepts of our democracy, our growth as a nation, and our
role in the world" (p. 2). Ravitch insists in her call

by invoking President Bush's No Child Left Behind Act
of 2001, and criticizing those who said the

administration was not spending enough on education,

it must be pointed out that education spending has
risen from $23 billion in 1996 to $50 billion in the
2002 budget, (p. 2)
Furthermore, Ravitch's assessment showed that "use of

primary sources was related to higher student achievement
among eighth-grade students, and twelfth-graders who read
biographies performed better than students who did not" (p.
2).

Ayers (2007), Bauer (2003), Brown (2007), Fallace
(2009), and Graser (2009) strongly recommended that all

prospective and history teachers in general should
demonstrate their knowledge of subject by incorporating the

primary sources in their instruction. The same researchers
stated that the subjects with the highest number of out-of
field teachers are history and physics. Many states do not

require history teachers to major or even minor in the
subject. All researchers agreed with the statement that
"command of the content by the teacher is a necessary if

not sufficient requisite of effective instruction," and
that state certification requirements have not been
elaborate enough to assess "qualified" history teachers.

Ayers (2007), Bauer (2003), Brown (2007), Fallace (2009),
and Graser (2009) insist on increasing the use of primary
sources in the classroom, and pointed out that further

incorporation of literature should be stressed both by the
pre-service teachers and the students themselves. In
Bauer's (2003) pedagogical approach the comprehension and
teaching of world history and history in general by
instructors can be as effective as their familiarity with
the topics' best content representations.

Consequently,

the list of Bauer's "great books" provides a logical guide
to a comprehensive familiarity with the field, without
which, effective instruction might be in peril.

Further,

her theoretical teaching guide introduces three stages of

understanding the material, based on the ancient Greek
concept of trivium: grammar, dialectic, and rhetoric.

Statement of Problem

The purpose of this exploratory study is to discover

how courses in World History and, the United States History
are taught in Southern California secondary schools.

At

this stage of the research the study of the history course
instruction will be generally defined as an exploratory and
investigative inquiry involving the interviews of the

history faculty, analysis of their course offerings and
syllabi content, and the overall teachers' course content

preparation and knowledge.

The study involves the research

instrument and interviews of teachers in high schools
located within Southern California school districts. The

aim of this exploratory research is to determine the extent
to which traditional grammarian instruction in history

could be remedied by the introduction of the paideia and
the "great books" concept approach as defined by Susan W.
Bauer (2003).

Further, the assessment will focus on the

instructional quality, the use of the primary sources and
literature, as well as on the application of the trivium of

grammarian, dialectic, and the rhetoric concepts in
teaching history, as well as, the Bloom's (1960) taxonomy
model.

Research Themes

Based on the literature review there is a growing

tendency toward parsimonious and demagogical history course
instruction relying on simple memorization and

identification of historical events.

This purely

grammarian approach to history course instruction combined
with poor quality of teacher preparation in primary sources
and in critical thinking pedagogy diminishes students

dialectic and rhetorical abilities.

Thus the main object

of research in this the study focuses primarily on the
instructors, teachers, and the professors of K-14
institutions in the Inland Empire of Southern California
and addresses the following:
1. To assess the instructors' topic knowledge and

academic interests as well as their familiarity of
the primary sources and related literature other

than the textbook in teaching history.
2. To discover whether the concept of paideia and life
long learning exists among the instructors teaching
history courses.

3. To establish the instructors' desired pedagogical
outcomes of student learning: Are they purely
grammarian, or also dialectic and rhetoric.

4. To discover whether there are social reproductive
consequences of instruction using theoretical
approaches of Bourdieu (1990), Giroux (1988), and
Willis (1977).

5. To discover the applicability of Bauer's (2003)

concept of "well-educated mind" among history
instructors and their teaching methodologies.
6. To address the acceptance or resistance of Adler's

(1982) original idea of Paideia proposal and the

"great books" concept into a main stream of the K-12
history instruction.

Significance of the Study

This exploratory research aims to discover through
interviews and observations the history course instruction

in grade 11 and 12 urban high schools located in the Inland
Empire of Southern California and whether there are any
social reproductive consequences of instruction using

theoretical approaches of Bourdieu (1990), Giroux (1988),
Willis (1977), and Bauer (2003).

Definition of Terms and Constructs

1. Continued education and individuation in learning:

paideia.

2. Trivium: grammar, dialectic, and rhetoric methods in
instruction.

3. Social and cultural reproduction: positive or
negative depending on the quality of instructors and
methods used in history pedagogy.

4. Bauer's (2003) concept of "well-educated mind."

The

terms included in Bauer's concept include: classical
education methodology, self-education, learning
through literature, paidea, and trivia.

Bauer

(2003) postulates that anyone may become "well

educated" through reading, critical understanding,
and eloquence of speech.

A critical piece in her

theory involves the usage of the classic literary
pieces known as the "great books" concept that moves
learners from grammarian trivia to logic and

eloquence in mastery of the subject, which is a
similar approach to Adler's (1982) learning mastery.

5. Primary sources, as used in this study, refers to
the use of documents, artifacts, photographs, and
other items that are used by historians to develop

historical understanding of the past.

Bauer (2003)

defined a primary source as "firsthand evidence of
historical events or periods."

Overview of the Study-

There are five chapters in this study. Chapter one is
an introduction with well-defined sub areas, which include:
purpose of study, research questions, significance of the
study, limitations, definitions of terms, and the overview

of the study.

Chapter one is followed by the literature

review, incorporated as chapter two. Chapter three
describes the methodology for data collection and its

analysis.

Chapter four includes the analysis of data with

both the qualitative and the qualitative results. Finally,
chapter five presents the summary, emerging themes,
implications, and recommendations upon completion of the
study.

Background

Susan W. Bauer's (2003) pedagogical framework includes

the theoretical approach in which the comprehension and
teaching of history by instructors can be as effective as

their familiarity with the topics' best content

representations.

Consequently, the list of Bauer's "great

books" provides a logical guide to a comprehensive
familiarity with the field, without which, effective

instruction might be troublesome.
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Further, her theoretical

teaching guide introduces three stages of understanding the
material based on the ancient Greek concept of trivium:

grammar, dialectic, and rhetoric.
In the first grammarian stage Bauer's (2003)
recommendation centers on the basic recognition of the
title, cover, and the table of contents in order to assess

the work in its initial stage: topic, structure of

argument, main thesis or topics.

According to Bauer the

following questions should be addressed at this level:
1) Did the writer state his or her purpose for

writing? 2) What were the major events of the history?
3) Who was the story about?, 4) What changes did this
hero or heroine face? 5) Who or what caused this

challenge? 6) What happened to the historical hero or
heroine? 7) Do the characters go forward, or backward,

and why? 8) When did the story take place? 9) Where
did the story take place? (p. 164).
The dialectic stage (Bauer, 2003) assumes that

students grasped the content of the history and it
transforms students into the evaluators who argue the

accuracy of the texts using outside evidence to build such

arguments.

At this logic stage of inquiry Bauer (2003)
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provides that the instructors or students should be able to
formulate the following questions:

1) What are the major assertions of the historian? 2)
What questions is the historian asking? 3) What
sources does the historian use to answer them? 4) Does

the evidence support the connection between questions
and answers? 5) Can you identify the genre of the

history?, and 6) Does the historian list his or her
qualifications? (p. 165).

One of the most important aspects of this stage listed by
Bauer (2003) contains the important concepts, such as; the
authors' misdirection, a false analogy, an incorrect

sampling, a hasty generalization, the failures of defining
terms, a backward reasoning, a wrong causation (e.g., post

hoc, ergo propter hoc fallacy), an identification of a
single cause-effect relationship or parsimony, and a
failure to notice the differences or similarities of
events.

Once the methods, implications, and conclusions are

fully understood, the third stage of trivium begins.
this rhetoric stage the following questions should be
asked:
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In

1) What is the purpose of history? 2) Does this story
have a forward motion? 3) Why do things go wrong? 4)
What does it mean to be human? 5) What place does free

will have? 6) What relationship does this history have

to social problems? 7) What is the end of history? 8)
How is the history the same as, or different than, the
stories of other historians?, and 9) Is there another

possible explanation? (p. 166).
Traditionally, the rhetoric stage (Bauer, 2003) is the
ultimate achievement in a particular student's life for it
transforms this individual from a mere reader, who

mechanically recognizes the terminology and content, into
an orator and a debater who fully comprehends, argues for,
and foresees the implications of the knowledge learned.

According to Bauer (2003) pattern of grammar, logic,
and rhetoric trains the mind in the art of learning and not

only repetition.

Not having this ability of grasping

knowledge, to evaluate the validity of arguments, theories,
and events, and to present one's opinion with clarity and
eloquence represents the majority of graduates in the K-12
environment in the United States (Bauer, 2003).

What Bauer

proposed in 2003, author of this study will attempt to
examine through teacher interviews to see if these (2003)
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conclusions represent the results of the social

reproduction in Southern California public schools.

In

other words, could these end results stem from the fault of

the inadequately prepared teachers who reproduce similar
inadequacies in their students?
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CHAPTER TWO

LITERATURE REVIEW

Because this study focuses on and incorporates the

history of the Western Civilization, World History, and the
United States History courses and the theoretical
pedagogical assumptions built by Bauer (2007), as well as
the practical implications for K12 and the community
colleges in the field of history, it is necessary to
examine the essential and critical pieces of the
literature, which contribute to this study.

In order to

effectively do this, and in keeping with the theoretical
considerations which this study proposes, the literature
review is divided into its three components of approach.
Each section contributes to an overall scenario of the

dramatic changes through which the history curriculum is
taught and developed in the higher education institutions
in the United States.

The first component deals with the

Eurocentric curriculum.

Second, the approach focuses on

Bauer's (2003) theoretical framework for teaching the
Western Civilization, World, or the United States history

course through her constructed prism of the "well-educated
mind." The third component of the literature review helps
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to understand the postmodern philosophy and its pressures
on the Classical canon of the Western Civilization and

World History courses.

The purpose of this study is to

trace the Bourdieu's (1990) social reproduction theory
through teachers of the K-12 environment and how it shapes
our learning of history across the institutions, Giroux's
(1990) essence of the public intellectuals in instructors
at all levels, and to inquire whether Bauer's (2003) and
Adler's (1982) concept of the "great books" could indeed
help teachers to equip students to become well-educated, as

defined by Bauer (2003).

Global and Eurocentric Perspectives
on Teaching History
Curriculum and the pedagogy is the foundation of an
educational system. A structured body of course

requirements is connected to the underlying philosophies of
particular cultural values and assumptions (James, 2007).
This is particularly true for the traditional American
curriculum where all cultural values and assumptions are
based on the European or Eurocentric perspectives,
traditions, and focus.

The term "Eurocentric" means

"centered or focused on Europe or European peoples,
especially in relations to historical or cultural
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influence" (The American Heritage Dictionary, 2000).
Several main characteristics illustrate this traditional

curricular approach in our modern American educational

system: first, it definitely focuses on Western Europe in
principle and derives its depth from early Greek and Roman
traditions; second, it pinpoints dates, names, and events,

and third, it shapes and builds our common culture within
the confines and constructs of the Western Civilization

discourse (Bok, 2006; Lefkowitz, 2008; Hanson 2001; Watts,
2006).

There is a peer-reviewed debate surrounding the course
of Western Civilization and what it should provide in both

settings: secondary and collegiate (Slekar, 2006; Swartz,
2008; Bok 2006; Yilmaz, 2008; DeOlivera, 2006; Orrill &

Shapiro, 2005).

A Western Civilization course is

typically divided into a two-semester sequence.

The

division in most textbooks and courses is placed around the
date of the fall of Constantinople in 1453 C.E.

(Swartz,

2008; Bok 2006; Yilmaz, 2008; DeOlivera, 2006; Orrill &

Shapiro, 2005). Although a typical course focuses on just
one of the world's civilizations, it is the civilization

that is near and dear to many Americans and is the source
for many of our values, institutions, and beliefs.
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Those

that support this course (Swartz, 2008; Bok 2006; Illinois,
1998), argue that it is imperative for students to
understand the foundations of this particular worldview.

World historians or the proponents of "Big History" view
the Western Civilization course as a mere description of

only one of many civilizations, and find the call for just
a Western civilization course narrow and arrogant (StokesBrown, 2007; Davis, 2004; Jenkins, 1991).

Stokes-Brown

(2007), Davis (2004), and Jenkins (1991) purport that the
term itself, the "civilization," demeans other regions as

just a history tale but imports the syllogism of Western
history and the civilization as if others were not
civilized or came second (Bishop, 2005; Hallet, Green,

Davidson, & Slavit, 2002).

Consequently, in the nineteenth

century the common understanding and usage was that
Europeans had civilization and others had culture or were

savages.

Illinois (1998) discusses further the defeat

behind the concept of a holistic approach to world history
in our modern education, and attempts to avoid making

random value judgments pertaining to different
civilizations (Illinois, 1998).

Ironically, an easy

solution of a grammatical description "Western History"
could indeed dismiss the unproductive discussions

surrounding the hegemonic and imperialistic syllogisms of
the noun "civilization" in Western Civilization course.

Nonetheless, this is not an argument for an abrupt
abandonment of our national and Western Civilization

curriculum nor is it a call suggesting that the study of
Western Civilization precludes the acknowledgement of other
cultures.

The purpose of this work is not to defend or to attack
the content of our current Western Civilization courses but
to reexamine its achievements and the socio-cultural
traditions to construct a well-defined instructional and

pedagogical example of "well-educated mind" as coined by
Bauer (2003).

This theoretical framework composed and

thought of by Bauer (2003) illustrates a desired
theoretical content and the preferred instructional

knowledge familiarity in the Western Civilization course
both by the students and their instructors as basis for of
her thesis: a "well-educated mind."

Although other forms of curricula were developed in
the recent decades to address the multiculturalism in the

field of history, (e.g.. World History, African, Chicano,
and Oriental specializations), the Eurocentric curriculum
remains as the dominant form in the United States (Bok,
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2006; D'Souza, 1991; Weinberg, 2008).

Of the many reasons

that exist to address this state of being, the most

commonly held is that the dominant and hegemonic (AngloAmerican) culture uses its power to select what it deems
best suited for Americans and those to be Americanized.

Simply, Americanization pertains to this process of
learning common background of knowledge, values, history,
social interactions, and language.

Hirsche's (1999)

response to a system of common knowledge or a part of
Americanization has more than one basis.

He states on page

94, "This system of common knowledge and root attitudes
needs to be imparted in school not just to achieve a
citizenry competent to rule itself, but also to achieve a
community, social peace, and, not least, economic justice."
Hirsche (1999, p. 31) points exactly to the limited

opportunities in the United States, particularly
opportunities of freedom and earning power to those
individuals who have not mastered the subtle use of English

in speech and cultural constructs.

Perhaps the education

as we see it in our curriculum and its potential benefits

could free society from long standing paradigms of Western
societies that created divisions based on wealth and

education.

Hirsche (1999) supported the rationalization.
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in which the perpetuity of the division in society has to

do with the occupations or future positions each social

class group envisions holding in the future.

For instance,

most twentieth century laborers required hands-on practical
knowledge, and that occupation required no schooling cost
other than the opportunity cost dilemma, which fit the

impoverished conditions of the masses (Nelson et al.,
2000).

On the other hand, however, the dominant and ruling

classes could afford formal schooling and were engaged in

subjects having to do with intellectual and higher level
thinking skills, such as critical thinking, philosophy,
science, and the arts.

This type of education, in

conjunction with moral education, added to the assumption
that the privileged class would rule wisely and justly, and
understanding of the plight of the workers and the masses.
The moral education given to the masses exhorted them to
obey, respect authority, work harder, be thrifty, and
suffer with little to no complaining (Nelson et al., 2000).
Bourdieu (2004) provided a similar argument with his

Gramascian perspective that schools reproduce: "cultural
capital" for those occupying positions of advantage.

From

Apple's (2000) perspective, attention should be given to
material conditions, class conflict, and the social
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structures that support them; namely, the educational
theory that fails to do so is thereby weakened.

In

Teachers as Intellectuals, Giroux (1988) calls for a

critical pedagogy that views teachers as "cultural workers"

who are "transformative intellectuals" occupying special

social and political roles.

Through these prisms teachers

become scholars and practitioners, and their role is not

simply to teach a body of knowledge but to help students
understand how curricular knowledge may serve them in life

to liberate themselves.
workers,"

By connecting the terms: "cultural

and "cultural social reproduction," Susan W.

Bauer's approach to "well-educated mind" may find its
purpose through wide promotion of the intellectual

knowledge found in teachers through paideia.

Bauer (2003)

in a similar manner to Zoja's (1997), "attempts to discover

an important historical precedent for the concept of
individuation in the idea of paideia, which today,
mistakenly, is often understood to have been simply the
form of education practiced in ancient Greece" (Bauer,2002,
p. 167).

Paideia, however, is not limited to the education

of students but it was conceived as a continued process of
life-long learning, especially for the instructors, in a
form of a personal pedagogical potential.
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Although the purpose of this work is not a critical

one in postmodern terms, the theoretical backing of
Bourdieu's (1990)and Giroux's (1988) theories could help to
understand some basic consequences of Bauer's (2003)

pedagogical formulations.

Simply, a well-educated

instructor may culturally and socially construct a welleducated student.

Another important implication of Bauer's

(2003) usage of the trivium of grammar, dialectic, and

rhetoric is revealed through Giroux's Border Pedagogy
concept that "stresses the necessity of providing students
with the opportunity to engage critically the strengths and
limitations of the cultural and social codes that define

their own histories and narratives" (Giroux, 1988, p. 64).
As a result, usage of trivium develops a sense of healthy
skepticism towards all discourse authorities by questioning
the events and their results throughout history.
One of the most essential tools championed by Bauer

(2003) is the program of "great books" of the Western
World.

It was first addressed and articulated by Hutchins

and Adler (1982), and stressed the understanding of
knowledge that has been passed down through ages in form of
the greatest literary works.

Following this line of

reasoning, one suggestion for educational reform that began
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in 1982 as a direct effect of Adler's publication of The

Paideia Proposal calls for a series of proposals and
recommendations, which include (a) that schooling should be

a one-track system, and (b) that it be general, non-

specialized, and non-vocational (Adler, 1982; Schervish,
2003; Miller, 2007; Weltman, 2002).

For Adler, all

students should encounter the great ideas of philosophy,

mathematics, history, geography, and social studies, and

the best ways of teaching them is through the Socratic
method of questions and answers.

In response to the charge

of being elitist, Adler claimed that his approach to
learning was designed for all students, not just those who
were college bound.
Eurocentric curriculum in the United States and in

Europe constitutes the most prominent form of educational
curriculum.

Its origin can be traced back to the Platonic

Academy, Aristotelian Lyceum, or Alexandrian Museum of 4*^^
century B.C.E through the Enlightenment onto the 20'^'^
century.

It was during this wide era when the concept of

humanism became popular and foremost evident in Western

epistemology.

Humanism is a doctrine primarily concerned

with human beings and their values, capacities, reason, and
achievements (Kliebard, 1989).
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Two concepts associated

with humanism are cultural and literary; first, based on

rational experimentation, and second, with pursuits of the
humanities in literature, philosophy, and history.

Thus

one who holds mastery in such arts holds a key to ancient
traditions and the elements of cultural heritage of Western

Civilization.

This theory can be traced back to what

humanists consider rational philosophy, deeply rooted in
the Western traditions of Greece and Rome as a result of

Hellenization, or globalization in the third century B.C.E.
(Robinson, 1996).

Roman education in the third century B.C.E. was
dramatically changed when contact with Greece was made;

namely, the Greeks introduced a new curriculum combining
the studies of language, literature, and philosophy, with
the virtues of physical development and created a root

concept of a liberal education curriculum (Bragg, 2009).
Since then the entire educational schemes have been based

on the Greek model.

According to Kagan, Steven, Ozment, and Turner (1995),

the aim of education changed from the mastery of practical
skills to broad intellectual training, critical thinking,
and new image of a well-rounded, educated person.

A

modern-day humanist sustains cultural and academic Western
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traditions and knowledge within the curriculum and believes
that the curriculum should teach the power of reasoning.
This belief is in line with both classical and contemporary-

humanists' reasoning that rejects the notion that the

school's role is to prepare students for the work force but

instead supports working towards the development of general
intellectual skills for the student's well-being (James,
2007).

Transfer of Knowledge: A Historian

Apart from a stereotypical image of a historian or a
history teacher crouched over dusty records of letters,
bills, or even ancient texts, a more realistic definition

transpires where it is not the primary texts or the art of
archeology that is studied but a quite obscure art of

reading and analyzing the arguments of other historians
(Bauer, 2003).

Thus an effective role of a historian as a

teacher isn't just to tell the students what happened, but

to explain why.

By digging deeper, most historians do not

possess the evidence, nor a precise knowledge of the
circumstance.

Instead, as Bauer (2003) points out, their

minds are already filled and corrupted by the analysis,
theories, and stories of others in the field who developed
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particular discourses on how empires were founded, existed,
and fell.

"For generations, objectivity has been the

single most important quality of the historian.

A

historian who has personal involvement with a topic has
traditionally been viewed as untrustworthy and

unprofessional" (Bauer, 2003, p. 168). In such manner, the
business of searching for the truth dismisses first
accounts but accepts the constructs and analysis of those
who came after in full absence of the analyzed events.

contradiction fully exploited by Jacques Derrida.

A

Bauer

(2003) dismissed these contradictory assumptions in her

work Nell-Educated Mind and proposed her classical guide to
studying and teaching history at the secondary and the
collegiate levels.

Teaching and Learning History

History, as a term, refers "not only to what occurred
in the past but also to the account of the past events,

experiences, situations, and processes that governed their
occurrences" (Yilmaz, 2008, p. 29).

Instruction, however,

refers to the specific arrangement of learning conditions
to promote the attainment of some body of knowledge
(Driscoll, 2005).

As one of the most prominent disciplines
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among the social sciences, history represents accounts of
cross-field interpretation, argumentation, and human

experience across centuries,

history teachers have

done little to help students learn how to identify the

arguments in this sense" (Swartz, 2008, p. 21).
Recent research (Brown, 2007; Fallace, 2009; Graser,

2009) in history education has primarily focused on area-

specific thinking in the teaching of history.

The

following publication. The next generation of history
teachers: A challenge to departments of history at American
colleges and universities, written by Ayers (2007)

questions the pedagogical methods in programs educating new
history teachers.

Furthermore, Ayers (2007) identified the

need to create new epistemology for cohorts of history
students to establish a new environment of history
curriculum that would enable them to think like history

teachers.

While the opportunities Ayers (2007) outlined

"should exist in history courses that teach content, they
are also necessary in courses designed to teach students

how to be history teachers" (p. 50).

In addition to

focusing on the "doing and teaching" of history, Brown
(2009) developed a new method "History Circles," based on
the National History Standards, and
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designed around the

five aspects of historical thinking: "chronological thought
pattern, historical comprehension, historical analysis and
interpretation, historical research capabilities, and
historical analysis and decision making" (p. 77).

According to Brown (2007), "a History Circle is intended to
enable beginning teachers to focus on the necessity of
considering the relationship between the content and skills
one wishes to teach. The History Circle requires pre
service new teachers to use primary and secondary sources

to engage students in historical thinking" (p. 77-78).
Based on this theoretical approach, all students are

exposed to a common textbook or book, which provides an
exploratory method of finding relationship between
historical content and a current events discussion, and the

analysis of the past.

Brown's (2007) example of the "great

book" listed E. Fuller's novel, anchored in the backdrop of

the 1892-1893 World's Fair in Chicago, which helped
students to base their discussions in light of the

industrialization, urbanization, immigration, and American
political system.

The concept of history, education, and teaching
involves not only a set of factual claims, but also an

understanding of the warrant for those claims, academic
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distance between novices and experts, as well as the

ability to construct a reasonableness to compare sources to
account for bias and errors (Seixas, 2008; Fallace, 2009;
Van Sledright, 2009; Weineburg, 1991).

These are the

intellectual skills that historians have and that most

students fail to recognize (Weinburg, 1991).

Further,

Weinburg's (1991) study has shown that students and
teachers who may be successful in memorization of facts,

may not necessarily have the ability to think historically.

Closing this distance between teachers and expert
historians became a major focus in teacher education.
As reported by Angel (1998), McDiarmid (1994), and

Yeager & Wilson (1997), "new teachers' belief systems about
history instruction could be powerful deterrents when

learning how to teach history as inquiry process" (in

Slekar, 2005, p. 9).

Even when confronted with powerful

courses that challenge them, new teachers tend to think

differently and usually only learn to "talk the talk."

(Slekar, 2005).

The 'walking' part, as Slekar (2005)

argues, which is the essential part of teaching history as
inquiry, becomes void and limited only to grammarian
identification and memorization.

Slekar (1998) answers

this dilemma through his theoretical four step approach of
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educating new history teachers by; first, cognitive
understanding of self; two, defining history (it's not just
grammarian memorization); three, usage of literature and a
different than discourse story (Zinn, 1980); and four,
practice and teaching according to the first three steps.

The process seems logical and exploratory including one
important and reappearing aspect of a "great book," as in
Brown's (2007) theory, Slekar's (1998) example was Zinn's
(1980) work, titled A people's history of the United
States.

It is important to point out that several theories of
instruction that formed modern method of history course

teaching.

Radical behaviorism, for instance, provided a

new approach to social analysis.

Consequently, Ausubel's

(1960) meaningful reception learning served as the
foundation for Reigeluth's (1983) Elaboration Theory.
Likewise, the notions about situated cognition led to
concepts of authentic instruction and apprenticeship models

of teaching.

Here, most of the articulated and related

features of an inquiry model of the instructional theory
are shared by Collins and Stevens (1983), Joyce & Weil
(1986), and Schuman (1990).

Finally, Bandura's (1986,

1997) work on the concept of self-efficacy and the social
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theory of learning, as well as Keller's (1983) methods of
motivational designed suggested other ways to enhance the
methods of instruction for the teachers and student's
motivation to learn.

Gagne's and Medsker's (1996) theory of instruction is

perhaps a clearer demonstration of a comprehensive
instructional theory that considers taxonomy defined by

Gagne (1968, 1977) as "intellectual skills," all divided
into hierarchically arranged categories and similar to
Bloom's taxonomy (1956, 1964).

Both researchers agree to a

common hierarchy that more or less resembles a five-step

process that deals with: knowledge, comprehension,
application, analysis and synthesis, and finally an
evaluation.

The instructional theory presented by Gagne

(1968, 1977) and Bloom (1956, 1964) bears consistent
resemblance to Brown's (2009) ^history circles' theory, the

STAR LEGACY developed by Schwartz, Lin, Brophy and
Bransford (1999) as well the ancient Greek trivium method

of instruction through strikingly similar concepts of
grammar, dialectic, and rhetoric.

Every method or theory

mentioned includes concepts of reasoning, critical
thinking, retention and understanding, reflexivity, and
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epistemic flexibility that adapt to changing theoretical
paradigms of the theory of instruction.

History Curriculum and Pedagogy
Current postmodern philosophical trends in history
curriculum construction tend not to divide the field of

history into particular subjects and disciplines. Instead,
the issues of power, historical discourse, hegemony, group
identities, culture, and social criticism take a leading
role in modern instruction.

For example, the curriculum

success seems to be dependent, so to speak, on concrete

individual experiences exhibited in primary sources and
related literature under the banner of "great books" and
their direct meaning to current culture, history, and
politics.

In this respect, the postmodern design of

history curriculum reflects the central pragmatic idea of
Dewey's (1916, 1938, 1960) of making the learner's
experience the basic starting point of education.
The conservative ascendancy most vividly represented
by Bloom (1964) in his work The closing of American mind,

promotes the immersion of the secondary and higher
education students in a curriculum, that in his words, is

"universalistic" and "imperialistic" and whose main reason
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for existence is to preserve Western culture.

Giroux's

(1984, 1988) opinion reflects repulsion to Bloom's work as

neoconservative agenda that helps to reproduce the cultural
domination and hegemony rather than episteme and a liberal

well roundedness.

As Giroux (1988) puts it in Border

crossings, "the curriculum must be reclaimed as cultural
politics and a form of social memory" (p. 80).

The

traditional disciplines of history and literature, for
example, with their various theories of history and
interpretations of literature, always served as forms of
cultural political and social memory.

Importantly, new

curriculum elevates the "silenced" accounts and works of

literature representing the marginalized notions of history
and society, and provides a balance of truth that deeply
contravenes all possibilities of events, even those most
shocking.

Agreeably, Giroux (1988) in. Teachers as intellectuals
also calls for critical pedagogy and curriculum that views
all teachers as "transformative intellectuals," whose sole

purpose should be the ability to develop a critical
consciousness that connects schooling (the curriculum) with
an outside social and public spheres of culture, history,
and politics.

Mechanistically, Cherryholmes (1988)
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considers classroom interaction and the proper design of
curriculum as an interaction platform between the
instructors and the students measured in terms of symmetry
and asymmetry.

Here, Cherryholmes (1988) calls for a

modern version of an old idea of trivium, namely, the
process of knowledge experiment, critical reflection, and

judgment that may reduce the asymmetry and thus reduce the
achievement gap.

Similar concept of asymmetric curriculum

design in history and literature classes was discussed by
Dewey (1934) but reflected the opposite view where the
greater asymmetry promoted students' need for "outburst" of

judgment, especially in value topics of human dignity,
liberty, and equality.
Alternative forms of history in curriculum need not be
analyzed as difficult for the students to cope with
(Yilmaz, 2009; Seixas, 2001; Pomson & Hoz,1998; Lee, 1983).

Yilmaz (p. 21) points out that "history curriculum and
instruction, therefore, should incorporate recent changes
in the discipline of history that include different

theoretical frameworks for studying history," postmodern
approaches, and linguistic representation of foreign

sources and insights.

In order to remedy the history

curriculum development, (Shulman,1986; Ball, 1996; Cochran,
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King & DeRuiter, 1993; Grossman, 1990; Ma, 1999; Wilson,
Shulman, & Richert, 1987; Yilmaz, 2009) proposed a focus on
a generic and subject-specific pedagogical knowledge that
helps the instructor transform subject matter knowledge
into effective learning experiences for students.

Content

knowledge and pedagogical content knowledge (PCK) is
defined as the blending of knowledge and issues at hand and
adaptations to the diverse interests and abilities of
learners, which are then presented for instruction
(Shulman, 1987).

The concept of PCK is extremely helpful

in history instruction that often imposes analogies,
illustrations, examples, explanations, and demonstrations.
Young (2009) introduced a use of various alternative
methods other than textbook-based teaching modes in order
to provide students with additional interpretive and

analytical opportunities.

Young's (2009) computer-mediated

research in Taiwan's schools was preceded with an array of
publications on similar topics of instructional technology
usage: (e.g. Epstein, 1994; Field, Labbo, Wilhelm, &
Garrett, 1996; Foster, Hige, & Rosch, 1999; Jorgensen,
1993; Levstik & Barton, 1996; Wolf, Balick, & Craven,
1997).

36

Sleeter and Grant (1999) emphasize that
a variety of materials should be used to present
diverse viewpoints. Students should become comfortable
with the fact that often there is more than one

perspective, and rather than blindly accepting the
authorized version of history, they should learn to

expect and seek out multiple versions.

The National

Center for History in the Schools (NCHS) has
identified students' ability to describe the past
through the eyes and experience of those who were
there as an essential component of historical

comprehension. (National History Standards Project,
1994, p. 23)

Furthermore, NCHS emphasizes the development of five
interconnected dimensions of historical thinking standards"

"chronological thinking, historical comprehension,
historical analysis and interpretation, historical issue-

analysis and decision-making chronological thinking,
historical comprehension, historical analysis and

interpretation, historical issue-analysis, and decisionmaking" (National History Standards Project, 1996) (Young,
2009, p. 2).
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A characterization quoted above is consistent with all
modern instructional research in field of history.
According to the National History Standards history
instruction should deemphasize the trivia of learning names
and dates. In this environment, students should incorporate

a problem-solving activity based on a critical evaluation
of historical records, while teachers should exposed their

cohorts to reading literature and writing narratives (Nash,
Crabtree, & Dunn, 1997; Crabtree & Nash, 1996). Such

critical inquiry not only deepens students' knowledge
retention and performance but also promotes Giroux's (1988)
social memory and "unsilenced citizenship," a fully
supported approach in this study.

Grade Six—Twelve and History Framework

The National History Standard is an accepted
curriculum direction that reflects on or is built into
local state educational curriculums.

In case of

California, a spatial location of this study, a new
curriculum standard was developed in 1998-2005 and named
History-Social Science Content Standards for California
Public Schools K-12. These (2005) standards were adopted by

most of the community colleges in California in form of
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student learning outcomes for each history course.

According to the (2005) edition, the students of history in
the K-12 environment should have an idea and a sense of the

history timeframe, the balancing art of events and their
turn outs as well as the ultimate awareness that the

dominant view of events were forged often by the winners.

Through the use of primary sources, such as the historical
documents and artifacts, the (2005) standards assume that

"students will be able to reconstruct the past and the

actions and thoughts of its people" (p. 59).

The (2005)

standards remark that

as students become better readers and improve their

research skills, they learn to critique the primary
and secondary sources by looking for bias in the
authors' perspectives, by evaluating the credibility
of these authors, and lastly, through distinguishing
between fact and opinion, (p. 60)
Bauer (2003), Adler (1983), and (2005) California

Department of Education (CDE) are in agreement that through
analysis of primary sources, students will come to a deeper
understanding of historical events and of humanity that
experienced them. The (2005) CDE report suggested that
students: "should learn that historical events usually have
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multiple causes and effects and that historical
interpretation of these relationships is always open to
revision" (p. 61).

Similarly to Bloom's (1966) taxonomy

and the Greek trivium, the (2005) CDE report points to a
few important thresholds in the K-12 history-social science
methodology; (a) understanding the meaning of time and
chronology, (b) the concept of causality, (c) understanding
continuity and change, (d) recognizing political

implications, and (e) understanding the combined importance
of human belief systems in history (CDE, 2005).

By

following this (2005) framework students in grade six
should be able to (a) explain the central issues and
problems of the past Western and non-Western civilizations
(Near East, Greek, Roman, Hebrew, African, Indian, and

Chinese) by placing people and events in a matrix of time
and place, (b) students should construct various time lines

of key events, (c) students should recognize that the
interpretation of history is subject to change as new
artifacts come to light, (d) students should connect the
events of early Paleolithic and later agricultural

evolution and how it changed all of the studied
civilizations, and lastly students should analyze the
geographic, political, economic, religious, and social
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structures of the early civilizations in Mesopotamia,

Egypt, and Kush (CDE, 2005, p. 16-11).

The K-12 grade

seven history students continue with an examination of
social, cultural, and technological change during the

period A.D. 500-1789. According to (2005) CDE framework the
review unit on the ancient world begins with:

a study of the ways archaeologists and historians
uncover the past. Then, with the fall of Rome, this
study moves to Islam, a rising force in the medieval
world; follows the spread of Islam through Africa;
crosses the Atlantic to observe the rise of the Mayan,

Incan, and Aztec civilizations; moves westward to

compare the civilizations of China and Japan during
the Middle Ages; returns to a comparative study of

Europe during the High Middle Ages; and concludes with
the turbulent age of the Renaissance, Reformation, and
Scientific Revolution that ushered in the

Enlightenment and the modern world while incorporating
the five (2005) CDE frameworks of the history teaching
methods presented earlier, (p. 78)

By most standards listed in variety of publications, the

grade eight course of study begins with an intensive review
of the major ideas, issues, and events preceding the
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founding of the nation.

Students will concentrate on the

events of the period from the political beginnings of the
United States and its Constitution to World War I. Thus by

incorporating the CDE (2005) and (1998) standards eighthgrade students should (a) understand major events preceding
the founding of the nation, the United States Constitution,
and the American democracy, (b) the development of American
constitutional democracy, (c) be able to frame questions

along the historical study and research, (d) analyze the
political principles underlying the United States
Constitutions, the implied powers of the government in

light of social and military events leading up to World War
I (CDE, 2005).

The ninth-grade history-social science curriculum
consists of two semesters of elective courses (CDE, 2005).

According the standards:

these courses might consist of two separate topics of
one semester each or a two-semester study of a single

topic. Generally, these courses should build on the
knowledge and experience that students have gained in

kindergarten through grade eight. They also should
contribute substantially to students' preparation for

the three subsequent years of history-social science

42

education that are mandated in Education Code Section

51225.3. (p. 135)
In the tenth grade,

students examine major turning points in the shaping
of the modern world, from the late eighteenth century

to the present. The year begins with an introduction
to current world issues and then continues with a

focus on the expansion of the West and the growing
interdependence of people and cultures throughout the
world, (p. 137)

The (1998) history content standard for grade ten in
(2005) CDE frameworks articulates the following area of
study:

Compare the German, Italian, and Japanese drives for
empire in the 1930s, including the 1937 Rape of

Nanking, other atrocities in China, and the StalinHitler Pact of 1939. Understand the role of

appeasement, nonintervention (isolationism), and the
domestic distractions in Europe and the United States
prior to the outbreak of World War II.

Identify and locate the Allied and Axis powers on a
map and discuss the major turning points of the war,

the principal theaters of conflict, key strategic
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decisions, and the resulting war conferences and

political resolutions, with emphasis on the importance
of geographic factors. Describe the political,
diplomatic, and military leaders during the war (e.g.,
Winston Churchill, Franklin Delano Roosevelt, Emperor

Hirohito, Adolf Hitler, Benito Mussolini, Joseph

Stalin, Douglas MacArthur, Dwight Eisenhower).
Analyze the Nazi policy of pursuing racial purity,
especially against the European Jews; its
transformation into the Final Solution; and the
Holocaust that resulted in the murder of six million

Jewish civilians. Discuss the human costs of the war,

with particular attention to the civilian and military

losses in Russia, Germany, Britain, the United States,
China, and Japan. (CDE, 2005, p. 138)
In the grade eleven history course students examine
major turning points in American history in the twentieth
Century (CDE, 2005).

during the year certain themes should be emphasized;
the expanding role of the federal government and
federal courts; the continuing tension between the
individual and the state and between minority rights
and majority power; the emergence of a modern
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corporate economy; the role of the federal government

and Federal Reserve System in the economy; the impact

of technology on American society and culture; change
in the ethnic composition of American society; the
movements toward equal rights for racial minorities
and women; and the role of the United States as a

major world power. In each unit students should

examine American culture, including religion,
literature, art, drama, architecture, education, and

the mass media. (CDE, 2005, p. 140)

The following passage reflects an example of the 11*^^
grade history standard requirement that is consistent with
all of the literature review presented so far:
students in grade eleven study the major turning

points in American history in the twentieth century.
Following a review of the nation's beginnings and the
impact of the Enlightenment on U.S. democratic ideals,
students build upon the tenth grade study of global

industrialization to understand the emergence and
impact of new technology and a corporate economy,

including the social and cultural effects. They trace
the change in the ethnic composition of American
society; the movement toward equal rights for racial
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minorities and women; and the role of the United

States as a major world power. An emphasis is placed
on the expanding role of the federal government and
federal courts as well as the continuing tension
between the individual and the state. Students

consider the major social problems of our time and
trace their causes in historical events. They learn
that the United States has served as a model for other

nations and that the rights and freedoms we enjoy are
not accidents, but the results of a defined set of

political principles that are not always basic to
citizens of other countries. Students understand that

our rights under the U.S. Constitution are a precious
inheritance that depends on an educated citizenry for
their preservation and protection, (p. 147)

According to the California standards (CDE, 2005, p.
163-164) the grade-twelve history course:
should conclude with an activity in which students

analyze a major social issue (CDE, 2005). This
activity might be a research paper in which students

analyze a problem, marshal historical and social
science evidence, provide a critique of alternative

positions, use available electoral and polling data to
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make a prediction of popular support for positions,

and present their own position on the issue. Students
could prepare this research as if it were a background
paper for candidates in local, state, or national
elections or as if the student were developing reasons
for choosing among candidates (CDE, 2005).

Among the

topics that might be addressed are technological
issues, such as nuclear arms proliferation and arms
control; environmental issues, such as acid rain,

toxic waste disposal, and resource depletion; human
rights issues; economic issues, such as competition
from abroad, either because of cheap labor or advanced

technology; health issues, such as drug abuse and the

spread of AIDS; international economic issues, such as
the movement to decentralize socialist economies; and

international political issues stemming from the
demand for democratic government in nations of Central
and South America, Africa, and Asia. Students should

pay attention to the global context of these issues as

well as their importance in local, state, or national
affairs. (CDE, 2005, p. 164)
Conclusively, the 1998 California History Standards
for Social Sciences in the K-12 public schools include the
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NCHS (1994, 1996, 2005) requirements in "the dimensions of
historical thinking standards—chronological thinking,
historical comprehension, historical analysis and

interpretation, historical issue-analysis and decisionmaking chronological thinking, historical comprehension,
historical analysis and interpretation, historical issue-

analysis, and decision-making" (p. 165).

In addition, the

1998 California History Standards remain apolitical and

impartial towards the modern and post-modern argumentation
in terms of inclusivity:
The recommended (1998) history-social science
standards build on the work of exemplary documents
from both within and outside California, most notably

the History-Social Science Framework for California
Public Schools, a document strengthened by the

consensus that elicited it and nationally recognized

for its emphasis on historical events presented within
a chronological and geographic context. (Fargas, 2010,
p. 4)

Throughout the selected standards (1998), the use of

primary sources is encouraged to foster students'
understanding of historical events. Found in libraries
across California in printed or in electronic forms, these
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primary sources are crucial resources often cross-

referencing Bauer's (2003) list of great primary sources.
Additionally, the design of the (1998) California Standards
allows for changes and the additions to the curriculum or

the methods of instruction.

As a result, The History-

Social Science Framework will be "periodically revised to
align with the standards, and it will include suggested
ways to relate the standards' substance to students, ways
to make connections within and across grades, and detailed

guidance for day-to-day instruction and lesson plans"
(Standards, 1998, p. 59).

The standards were developed by the University of
California, Los Angeles with funding from the National
Endowment for the Humanities and the U.S. Department of
Education.

The standards' intended audience was the

California Department of Education and National Center for

History in Schools (CDE, 2005).

The following Table 1

represents National Center for History in Schools history
standards developed by the University of California, Los
Angeles in 1994. The table is the exact copy of all
standards presented in this study as an artifact of
significance.
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Table 1

Standards in History for Grades 8-12
Historical periods
according to K-12
History standard

curriculum
Era 1: Three Worlds

"Standard 1: Comparative

Meet (Beginnings to

characteristics of societies in the

1620)

Americas, Western Europe, and
Western Africa that increasingly
interacted after 1450

Standard 2; How early European
exploration and colonization
resulted in cultural and ecological
interactions among previously
unconnected peoples" (NCHS, p. 1)
Era 2: Colonization
and Settlement

(1585-1763)

"Standard 1: Why the Americas
attracted Europeans, why they
brought enslaved Africans to their

colonies, and how Europeans
struggled for control of North
America and the Caribbean

Standard 2: How political,
religious, and social institutions
emerged in the English colonies
Standard 3:How the values and

institutions of European economic
life took root in the colonies, and
how slavery reshaped European and
African life in the America" (NCHS,
p. 2).
Era 3: Revolution

"Standard 1: The causes of the

and the New Nation

American Revolution, the ideas and

(1754-1820S)

interests involved in forging the
revolutionary movement, and the
reasons for the American victory
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according to K-12

History standard

curriculum

Standard 2: The impact of the
American Revolution on politics,
economy, and society
Standard 3: The institutions and

practices of government created
during the Revolution and how they
were revised between 1787 and 1815
to create the foundation of the

American political system based on
the U.S. Constitution and the Bill

of Rights" (NCHS, p. 3).
Era 4: Expansion and
Reform (1801-1861)

"Standard 1: United States

territorial expansion between 1801
and 1861, and how it affected

relations with external powers and
Native Americans

Standard 2: How the industrial

revolution, increasing immigration,
the rapid expansion of slavery, and
the westward movement changed the
lives of Americans and led toward

regional tensions
Standard 3: The extension,

restriction, and reorganization of
political democracy after 1800
Standard 4: The sources and

character of cultural, religious,
and social reform movements in the

antebellum period" (NCHS, p. 4).
Era 5: Civil War and

Reconstruction

"Standard 1: The causes of the
Civil War

(1850-1877)

Standard 2: The course and

character of the Civil War and its
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effects on the American people
Standard 3: How various

reconstruction plans succeeded or
failed" (NCHS, p. 5).
Era 6: The

Development of the
Industrial United

States (1870-1900)

"Standard 1: How the rise of

corporations, heavy industry, and
mechanized farming transformed the
American people
Standard 2: Massive immigration
after 1870 and how new social

patterns, conflicts, and ideas of
national unity developed amid
growing cultural diversity
Standard 3: The rise of the
American labor movement and how

political issues reflected social
and economic changes

Standard 4: Federal Indian policy
and United States foreign policy
after the Civil War" (NCHS, p. 6).
Era 7: The Emergence
of Modern America

(1890-1930)

"Standard 1: How Progressives and
others addressed problems of
industrial capitalism,
urbanization, and political
corruption
Standard 2: The changing role of
the United States in world affairs

through World War 1

Standard 3: How the United States

changed from the end of World War 1
to the eve of the Great Depression"
(NCHS, p. 7).
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Era 8: The Great

Depression and World
War II (1929-1945)

"Standard 1: The causes of the

Great Depression and how it
affected American society
Standard 2: How the New Deal

addressed the Great Depression,
transformed American federalism,
and initiated the welfare state
Standard 3: The causes and course

of World War 11, the character of
the war at home and abroad, and its

reshaping of the U.S. role in world
affairs" (NCHS, p. 8).
Era 9: Postwar

"Standard 1: The economic boom and

United States (1945

social transformation of postwar

to early 1970s)

United States
Standard 2: How the Cold War and

conflicts in Korea and Vietnam
influenced domestic and

international politics
Standard 3: Domestic policies after
World War 11

Standard 4: The struggle for racial
and gender equality and the
extension of civil liberties"

(NCHS, p. 9).
Era 10: Contemporary
United States (1968

"Standard 1: Recent developments in
foreign and domestic politics

to the present)
Standard 2: Economic, social, and

cultural developments in
contemporary United States" (NCHS,
10).
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In addition to the history standards the University of
California in Los Angeles (UCLA, 1994) developed a set of
"thinking standards" for the K-12 grades to aid and to

assist the history teachers.

Since the historical

understanding requires students to engage in historical
thinking through artifacts provided by the primary and
secondary sources the comfort in usage becomes crucial to
this historical inquiry.

One of the direct results of

historical thinking is the production of the narratives by
students, which connect historical events and past human

accounts with modern take and analysis.

In this way,

students have an opportunity to express themselves and
their historical understanding. This is believed to be more
productive than a simple trivia assessment through a
standardized multiple-choice test.

The following Table 2,

which is a direct copy of the standards and the artifact

for the purposes of this literature review, summarizes the
K-12 Thinking Standards.

If the California History-Social Science standards
provide such well-proposed guidelines for the instructors

in all-inclusive spectrum of history pedagogy, what are the

reasons for students' failures?

According to Herczog

(2004) report, only 49% of students test in basic or better
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Table 2

Contents of Historical Thinking Standards for Grades 8-12

Thinking standards
Standard 1:

Chronological thinking

Areas of focus

A. Distinguish between past,
present, and future time.
B. Identify the temporal
structure of a historical

narrative or story.
C. Establish temporal order in
constructing historical
narratives of their own.
D. Measure and calculate
calendar time.

E. Interpret data presented in
time lines and create time
lines.

F. Reconstruct patterns of
historical succession and

duration; explain historical
continuity and change.
G. Compare alternative models
for periodization.
Standard 2: Historical

comprehension

A. Identify the author or
source of the historical
document or narrative and

assess its credibility.
B. Reconstruct the literal

meaning of a historical
passage.

C. Identify the central
question(s) the historical
narrative addresses.
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Thinking standards

Areas of focus

D. Differentiate between
historical facts and historical

interpretations.
E. Read historical narratives

imaginatively.
F. Appreciate historical
perspectives.
G. Draw upon data in historical
maps.

H. Utilize visual,

mathematical, and quantitative
data.

Standard 3: Historical

analysis and
interpretation

A. Compare and contrast
differing sets of ideas.
B. Consider multiple
perspectives.

C. Analyze cause-and-effect
relationships and multiple
causation, including the
importance of the individual,
the influence of ideas.

D. Draw comparisons across eras
and regions in order to define
enduring issues.

E. Distinguish between
unsupported expressions of
opinion and informed hypotheses
grounded in historical
evidence.

F. Compare competing historical
narratives.
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Thinking standards

Areas of focus

G. Challenge arguments of
historical inevitability.
H. Hold interpretations of
history as tentative.
I. Evaluate major debates among
historians.

J. Hypothesize the influence of
the past.
Standard 4: Historical

research capabilities

A. Formulate historical

questions.
B. Obtain historical data from

a variety of sources.
C. Interrogate historical data.

D. Identify the gaps in the
available records, marshal

contextual knowledge and
perspectives of the time and
place.
E. Employ quantitative
analysis.

F. Support interpretations with
historical evidence.
Standard 5: Historical

issues-analysis and
decision-making

A. Identify issues and problems
in the past.
B. Marshal evidence of
antecedent circumstances.

C. Identify relevant historical
antecedents.
D. Evaluate alternative courses
of action.
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Thinking standards

Areas of focus
E. Formulate a position or
course of action on an issue.

F. Evaluate the implementation
of a decision.

understanding of the History and Social Science, 55% in

World History, and 64% in U.S. History respectively.

Is it

possible that the assessment tools to test students on

their newly acquired knowledge are misaligned?

Assessment Tools in History Courses
Some of the novel approaches to history knowledge
assessment are the students' portfolios: "portfolios have
been one of the most pervasive innovations recommended by
educational reformers of the 1980s and 1990s" (Callahan,

1995, p. 17). During the 1990s, the portfolios have been
identified as one of the nation's top three curriculum
trends (Callahan, 1995). As a result, a significant number

of professional journals implemented a variety of portfolio
analyses and projects measuring their significance in the
classroom settings.

Most notably, the social sciences were

the largest recipient of this new assessment trend (Drake,

1992; Larson, 1993; Martin, 1992). Practitioners (Drake,
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1992; Larson, 1993; Martin, 1992) advocated portfolios as
strategy to engage students in critical thinking and to

involve instructors in a different mentality of assessment.
This was an innovative departure from one-time-assessment
to a longitudinal view into students' performance.
According to Meo (2002) the National Standards for United

States and the National Standards for World History,
published by the UCLA's (1994) National Center for History
in the Schools, became a standard for portfolio
development. Although the National Center's historical

thinking skills were designed for grades 8-12, they create
an applicable platform to measure the outcomes of higher
education institutions (Meo, 2002). Historical

comprehension, analysis, interpretation, and research
capability are exactly the competencies desired by the
history instructors. The UCLA (1994) thinking standards
became a core of Meo (2002) history portfolio and included

(a) understanding chronology, (b) comprehending historical
narratives, (c) shows historical perspectives, (d)
demonstration of the analysis and interpretation, (e)
formulation of historical questions, (f) research of data,
and (g) evidence of writing. Meo (2002) developed a set of
explicit guidelines on how to construct their portfolios
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and with whom to share the product.

The requirements

included a binder that contained a table of contents of the

portfolio (e.g. World, United States, Europe, Asia) or by
genre (e.g. journals, research papers, essay tests)(Meo,
2002).

In addition students were instructed to obtain the

artifacts from all history courses taken during their
matriculation at given institution:
1) sets of journal entries, 2) essays on historical
documents or books, 3) research papers, 4) in-class
and take-home essay exams, 5) assignments from theory
and practice, comparative, or advance placement
history, and 6) captions for each artifact explaining
why it is included in the portfolio, what the student
learned from doing the assignment, and how it showed
growth or improvement. (Meo, 2002, p. 23)

Meo's (2002) history portfolio recommendation is well
targeted and perhaps represents the best fit to assess and

to retain history knowledge among participating students.
The existence of the unquestionable history toolbox of
methods, representations, trivium, and standards exists in

the history curriculum in secondary schools in California

as well as in higher education as indicated by the
literature discussion.

Perhaps, the Deweyan (1966) or
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Cherryholme's (1988) asymmetry exists not because of lack
of tools but because those who teach lack Giroux's (1988)

notion of "transformative intelligence" indicated in his
work of Teachers as intellectuals, and which could be

remedied by the paideian (2003) theoretical approach of

"great books" by Bauer (2003).

Models of Teaching
The models of teaching constitute a basic repertoire
for schooling (Joyce et al, 2004).

A model of teaching,

according to Dewey (1916) and Joyce (2004) is a

"description of a learning environment, including our
behavior as teachers when that model is used" (Joyce, 2004,

p. 147).

Some models provide the learner with information

and concepts, some emphasize concept formation and

hypothesis testing, and still others generate creative
thinking.

Joyce, Weil, and Calhoun (2004) grouped the

models of teaching into four families whose members share

orientations toward human beings and how they learn and
classified them as (a) the information-processing family,
(b) the social family, (c) the personal family, and, 4) the
behavioral systems family.
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The first family of models, the information-processing
family, is useful for studying the self and society, and
thus for achieving the personal and social goals of
education (Taba, 1966; Schwab, 1965, 1982; Tennyson and
Cocchiarella, 1986; Joyce, 2004; Bruner et al, 1967;
Calhoun, 1999; Metz, 1995; Suchman, 1964; Levin, 1990;
Lucas, 2001; Gordon, 1961; and Ausubel, 1963).

The second family of models, the social family, is

constructed to take advantage of the collective energy of
learners by building learning communities (Joyce et al,
2004).

The development of positive school cultures is the

exact process of developing integrative and productive ways

of interacting to support learning activities and became
the essence of this model approach (Johnson, 1999; Thelen,
1960; Joyce, 2004; Shaftel, 1982; Shaver, 1995).
The personal models of learning, and the third group
of teaching models begin from the "perspective of the self
hood of the individual" (Harris, 1998, p. 3).

The

collection of personal models depends on the individual
perspective and provides learners with the individual selfaware responsibility of their actions (Rogers, 1982; Joyce,
2004; Maslow, 1962).
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The fourth family of the teaching models, the

behavioral systems, evolved from a common theoretical base
that include social learning theories represented by
Skinner (1953), Bloom (1971), Bandura (1971).

For the

purpose of this work and the most common representation and
application of the teaching models selected for teaching
history takes the form of the behavioral systems, namely,
the mastery learning by Bloom (1971).

The learning

material is divided into units ranging from the simple to
the most complex.

Instructional systems based on this

model have been used to provide instruction to students of

all ages in areas ranging from basic skills to highly

complex material in the academic discipline (Joyce et al,
2004). Although the Bloom's (1971) theory gained recent

notoriety and attention, it derived from the old Greek
methods of mastery learning represented through the

concepts of paideia and trivium. Similarly, Hunter (1981)
developed a "seven step lesson plan" that contains the socalled "Hunter direct instruction lesson plan elements":
(a) objectives, (b) standards, (c) anticipatory set, (d)

teaching [input, modeling, and check for understanding],
(e) guided practice, (f) closure, and (g) an independent
practice (Hunter, 1981).

Although similar in context all
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mature educational models emphasize how to help students
learn to construct knowledge, to aid in learning how to

learn, including learning from lectures, films, primary and

secondary sources, and interactions with the practitioners.
One of the most important literature pieces on

learning and teaching is Gagne's (1965) Conditions of
learning where he conducts an analysis of the learning
variables and how to organize the instruction to take these
variables into account.

Gagne (1965) identified six

varieties of performances that could be the result of
learning: (a) specific responding, (b) chaining, (c)

multiple discrimination, (d) classifying, (e) rule using,
and (f) problem solving.

Gagne (1965, 1967) emphasizes

that "we cannot control learning but can only increase the

probability that certain kinds of behavior will occur."

We

can present a stimulus in close connection with others and
ask the student to perform, but it is the learner who makes
the connection between the printed and spoken word.

One of the key patterns of teaching that consists of
the teacher's explaining a new concept or skills based on

Gagne's (1965) theoretical ground work is found in direct
instruction or controlled practice.

Effective teachers

spend more time explaining and demonstrating new material
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that less-effective teachers, thus reducing the Gagne's
probability for learning ambiguity (Rosenshine, 1985;
Hunter, 1981).

Paideia Concept in Teaching History Courses
A liberal education is usually taken to mean what
Newman (1982) and Miller (2007) addressed as "an idea of a

university," an education that cultivates and disciplines
the mind; that is in contrast to a mechanical education

whose purpose is to be practical or useful (Newman, 1982,
p. 85).

The modern liberal education has always been

described as Eurocentric and Hellenocentric, thus familiar

and fundamental for all European-designed schooling that

invented both Western-style education and culture (Zoja,
1997).

The last two terms were implied by the notion of

paideia (Zoja, 1997; Adler, 1982; Weltman, 2002; Miller,
2007; Schervish, 2003).

Although Greek in its origin, the

term paideia was never explained in terms of education and
culture as it is understood in our modern times, but

entered the "pedagogical" discourse later through Latindominated written works (Jaeger, 1936, 1945; Zoja, 1997;
Adler, 1982).

As it turns out, the notion of paideia,

which is often inadequately translated as "education, "
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relied heavily on the individual learning or the
individuation through learning as we currently define it
(Zoja, 1997).

The idea of paideia as individuation is

contained in the title of the most importation of the texts

that have dealt with this terminology: Jaeger's (1936)
Paideia: The ideals of Greek culture.

It is not

coincidence that Jaeger published his monumental work in

the course of the years when Jung, Burkhardt and Nietzsche
carried their studies on individuation and the revived

academic Greek interests.

Paideia, as a process, was all

the more complete when it involved a simultaneous
confrontation with an ideal figure (e.g. the myth of a
hero) and as well with a real and present model (e.g.

teacher) who helped a youth to develop an interior image
which otherwise might have been too complicated or
unapproachable.

Jung (1929) describes the concept of

paideia as "the fourth stage of therapy" in his analysis,
after "confession," "elucidation," and "education,"

followed by "transformation" as the virtue of paideia.

This fourth stage of "transformation" unlike the three
preceding stages, is a process of growth and development,
which occurs through learning from the examples of "hero

figures," which model the adult personality (Jung, 1929).
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One of the best-known examples of paideia is written in the
first four books of the Odyssey by Homer and involves a
vivid and a rapid growth of Telemachus armed with a
tremendous confidence, bravery, and experience through his
father Odysseus finds himself mentally adult.

Just as the

poem leads Telemachus to maturity the story that recounted
his development becomes a metaphor that elevates the
listener by the force of the example.

The term paideia is defined in Encyclopedia Britannica
(2008) as: "education, or a learning system of education
and training in classical Greek and Hellenistic (GrecoRoman) cultures that included such subjects as gymnastics,
grammar, rhetoric, music, mathematics, geography, natural
history, and philosophy"
By following the morphology of the concept it is
surprising to find that in the early Christian era the
Greek paideia, called humanitas in Latin, served as a model
for Christian institutions of higher learning. The term was
later combined to identify a large compendium or a

curriculum of general education in Western-style model of
education called a liberal education curriculum.

The movement for a return to classical education in

either terms of: paideia or humanitas, has various sources
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of inspiration, perhaps most notably in the "great books"
movement by Sayers (1948), Adler (1982), and Bauer (2003).
The curriculum centered on "great books" is designed to

produce a sufficiently coherent education in the humanities
that is of real interest to faculty (Adler, 1982; Wilson,
2003, Bauer 2003).
Erskine (1927, 1947) and Hutchins (1936, 1937)

envisioned the "great books" courses as an antidote to the
traditional classical curriculum, attempting to demystify
the literature and encourage students to question
established authority.

In his own words Erskine (1927)

stated:

I wanted the boys to read great books, the best seller

of ancient times, as spontaneously and humanly as they
would read current best sellers, and having read the

books, I wanted them to form their opinions at once in
a free-for-all discussion" (Erskine, 1927, p. 10).
Consequently, Erskine hoped that the course of "great
books" would promote a liberal and multicultural
perspective on American society, which became the exact

philosophy that influenced his student Adler (1982) to
write The Paideia proposal.

Adler's (1982) "intellectual

models were the syllogism, which epitomized orderly
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intellectual development, and the seminar, which
represented students cooperating to develop common answers

to common questions based on the literature available." (p.
15).

While most modern philosophy has an empirical base,

Adler's (1982) writings are "for the most part

hermeneutical and Socratic-type propositions in which the
answers are contained in the questions, and truth is

inevitably found by defining term and making deductions
from the definitions" (Weltman, 2002, p. 19).

In addition,

Adler's (1982) concept of human development is the basis of
his commitment to the "great books" and "his claim for the

primacy of ancient philosophers over the moderns" (p. 20).
Thus, Adler (1982):

distinguished his own "dialectical" approach to the
classics and the Western Civilization course from the

"doctrinal" approach of Strauss, Bloom, and Bennett.
Theirs was a Platonic vision of absolute Truth, and

his was an Aristotelian search for truths through

common sense and "great books" experience. (Weltman,
2002, p. 20)

Adler's proposal addressed school curriculum reforms
within which each school district could develop their own

curricula. By including didactic telling and basic skills
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coaching in his methodological mix, he essentiallyincorporated the Socratic seminars as capstones of his
course of study.

Liberal critics (Aubrey, 1984; Carnoy,

1983; Gwiazda, 1983; Johnson, 1985; Tanner, 1985)

worried

that The Paideia proposal was an elitist program, and that

the concept of "great books" promoted Western discourse in
epistemology and learning addressed to the wealthy
recipients.

Adler (1982) responded to his critics and

reiterated his calls for an end to age grouping, ability

grouping, standardized testing, invidious grading, and the
failing of students as the exact barriers to human
development and learning (Weltman, 2002, p. 21).

Moreover,

"the eloquence and practical wisdom or judgment were
regarded as two inter-dependent outcomes of a whole process
of education that cultivated mind, trained the intellect,

and formed a character" (Miller, 2007, p. 61).

This

transformation (Jung, 1929; Adler, 1982) was cleverly
coined by the ancient Greeks as a process of self-

fulfillment and self re-discovery known to most as paideia.

The Idea of Rhetoric

Aristotle, the author of the first publication on
rhetoric. The Art of Rhetoric, defined the concept of
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rhetoric as "the power to observe the persuasiveness of
which any particular matter admits" (Aristotle, 2000, p.
74).

Quintilian, a critic of Aristotle defined rhetoric as

"the science of speaking well," and added that the orator
must be a good man (Quintillian, 1959, p. 315).

One cannot

simply invent or misrepresent the evidence to increase the
persuasiveness of one's argument, Aristotle continues, and
fundamentally the rhetoric must be founded on truth

(Aristotle, 2000).

Thus by continuing these definitions,

Aristotle recognized "this essential truth and argued that
just as logic or dialectic could furnish a proof by methods
of deduction and induction, rhetoric could achieve

demonstrative proof by the corresponding informal methods"
(Miller, 2007, p. 187).

Thus Aristotle recognized rhetoric

as a techne, a concept opposite to eplsteme, because it
involved the art of practical reasoning (Miller, 2007, p.
188).

The Encyclopedia Britannnica (2007) provides the
following definition of rhetoric that includes: a "public
performance regarded as the highest reach of education

proper," and "the central concept of the educational
process in western Europe for some 2,000 years."
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Consequently, Miller (p. 188) writes, to exercise the
art of rhetoric requires, therefore, the development of a

personal culture or paideia, and this in turn entails
developing the human knowledge needed to understand one's
self and others as social, political, and cultural beings
(Miller, 2007, p. 188).

Although modern proponents of

classical education (e.g. Bloom, 1987: D'Souza, 1991;
Kimball, 2008; Burke, 1969; Toulmin, 2003; Vatz, 2009)

still argue that education should develop technical skills
and turn out specialists and scientists, they are not

opposed to education in the humanities following the art of
rhetoric and Greek trivium (Graver & Ozmon, 2008).

Moreover, the authors mentioned have gained attention by
attacking what they believe is the negative impact of
postmodern and multicultural educational theories.

In

essence. Black (1965) believes that postmodernism is

uprooting liberal education by promoting a mindless
relativism and turning schools away from teaching

traditional knowledge or the discovery and dissemination of

new knowledge (Graver & Ozmon, 2008).

This may seem far

from truth since the second generation of Glassicists,

often trained in philosophy as well (e.g. Heidegger and
Derrida), built on their work, with authors such as
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Detienne (1999), Loraux (2006), De Libera (1990), Levy
(1997), and Cassin (2008). As it turns out the humanities
and the Western Civilization curriculum has been an

integral part of the philosophy of education, yet very
vulnerable to attacks of criticism.

Rhetoric demands the knowledge and requires study of
the humanities that become part of one's self, while at the
same time providing standards of judgment (Miller, 2007).
It is clear (Bloom, 1987: D'Souza, 1991; Kimball, 2008;
Burke, 1969; Toulmin, 2003; Vatz, 2009) "that in the

process of studying grammar and rhetoric under the umbrella

of paideia, which incorporated ethical training, literary
appreciation and reasoning, as well as a considerable

knowledge of history and literature from which examples
could be drawn" (Miller, p. 188).

All of which were needed

to attain the rhetoric stage of Aristotelian, Ciceronian,

or Quintilian oratory mastery and persuasiveness.

Hirst

and Peters (1970) provide an excellent rationale for

rhetoric while they discuss the need "to develop the
ability to recognize the relevance of very diverse
considerations in these cases, and the ability to bring
them together in a responsible practical judgment" (Hirst &
Peters, 1970, p. 72).
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Paideia, Rhetoric and Modern Education
There is a multitude of difficulties in terms of

politics and education destroying most attempts to create a
modern equivalent of the old classical humanist curriculum.
Because the core of the classical curriculum was drawn

from the humanities and the goal was rhetoric, several
things could simultaneously be achieved or aimed at:
the transmission of a culture, the development of

practical reason, and the development of what we would
now call 'literacy.' (Miller, 2007, p. 190)
Thus the art of the rhetorician was to reinforce each

element of the curriculum into one integrated program of
study.

In rhetoric, the curriculum was organized around

the art of communication, and by simultaneously developing
both linguistic and analytical skill (e.g. structure of the
argument and its clarity in expression), rhetoric as a

program was distinctively more valuable than our concept of
simple grammarian "literacy or basic skills."
Consequently, some writers (Bloom, 1987: D'Souza,
1991; Kimball, 2008; Burke, 1969; Bauer, 2003; Toulmin,
2003; Bok, 2006; Miller, 2007; Vatz, 2009) call into

question the very concept of literacy as a distinct skill
that can be conceived and developed independently of the
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subject matter of the curriculum while retaining humanities
as a core.

Morris (2007) argues that the divisions and

specializations among Classical, English, Western and world
literature dilute the purpose of humanities, while it is
retained through mass media, such as; television, film, and
the Internet in a form of the wider cultural experience.

Many scholars (Sayers, 1948; Adler, 1983; Bauer, 2003;
Wilson, 2003; Miller, 2007) believe that the movement to
return "classical education" to American schools, while

rejecting elitist traditions, could be accomplished through
a well-designed programs based on the humanities core of
literature concept of "great books."

Recognizing this

tendency (Sayers et al, 1948), and since the curriculum
could be centered on "great books," rhetoric could again
play a central role by diminishing current objective of
grammarian parsimony in teaching.

"Well-Educated Mind": Working
Theory by S. W. Bauer

The goal here is to apply the knowledge of the "Great

Books" list to an understanding of the ways in which the
history has changed over time within the paradigm and the
discourse of Western Civilization as seen and studied from

the American perspective.

All of the titles are arranged
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chronologically by date of composition but do not include
all of the "great books" titles of history. Bauer (2003)

insists that the list (Appendix A) provided is relatively
well fitted for an average reader and not for the

professional historian, so it compiles stories to shape the
past without more complicated analysis of the philosophical
works but it retains some essays of political thought by
Machiavelli, Locke, and Hume.

Bauer's (2003) pedagogical approach emphasizes the
comprehension and teaching of Western Civilization history
by instructors, which can be as effective as their
familiarity with the topics best content representations.
Consequently, the list of Bauer's (2003) "great books"
provides a logical guide to a comprehensive familiarity in
the field without which the effective instruction might be
in peril.

Further, her theoretical teaching guide

introduces three stages of understanding the material based
on the ancient Greek concept of trivium: grammar,
dialectic, and rhetoric.

In the first grammarian stage, Bauer's (2003)

recommendation centers on the basic recognition of the
title, cover, and the table of contents in order to assess

the work in its initial stage: topic, structure of
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argument, main thesis or topics.

Following Bauer's

questions should be addressed at this level:

1) Did the writer state his or her purpose for

writing? 2) What were the major events of history? 3)
Who was the story about? 4) What changes did this hero

or heroine face? 5) Who or what causes this challenge?
6) What happened to the historical hero or heroine? 7)

Did the characters go forward, or backward, and why?
8) When did the story take place? 9) Where did the
story take place? (Bauer, 2003, p. 167)

The dialectic stage assumes that students grasped the
content of the history and it transforms students into the

evaluators who argue over the accuracy of texts using
outside evidence to build such arguments.

At this logical

stage of inquiry instructors or students should be able to

formulate the following questions provided by Bauer (p.
168-169):

1) What are the major assertions of the historian? 2)
What questions is the historian asking? 3) What
sources does the historian use to answer them? 4) Does

the evidence support the connection between questions
and answers? 5) Can you identify the genre of the
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history?, and 6) Does the historian list his or her
qualifications?
One of the most important aspects of this stage listed by
Bauer (2003) contain the incredibly important concepts,
such as; the authors' misdirection, a false analogy, an

incorrect sampling, a hasty generalizations, failures to

define terms, a backward reasoning, a wrong causation
(e.g., post hoc, ergo propter hoc fallacy), an
identification of a single cause-effect relationship or

parsimony, and a failure to notice the differences or
similarities of events.

Once the methods, implications, and conclusions are

fully understood, the third stage of trivium begins.

In

this rhetoric stage the following Bauer's (p. 169)
questions should be asked,

1) What is the purpose of history? 2) Does this story
have a forward motion? 3) Why do things go wrong? 4)
What does it mean to be human? 5) What place does free

will have? 6) What relationship does this history have

to social problems? 7) What is the end of history? 8)
How is the history the same as, or different than, the
stories of other historians? and 9) Is there another

possible explanation? (Bauer, 2003)
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Traditionally, the rhetoric stage is the ultimate
achievement in a particular student's life, for it
transforms this individual from a mere reader, who

mechanically recognizes the terminology and content, into
an orator and a debater who fully comprehends, argues for,
and foresees the implications of the knowledge learned.

Global Link of "Well-Educated

Mind" According to Bauer
The concept of global awareness and borderless
education can be traced back to the founding father of the
Cynic movement in Ancient Greece, Diogenes of Sinope (c.
412 B.C.) who famously proclaimed: "I am a citizen of the
world."

This was a ground-breaking concept.

Ancient

Greece at that time was neither the individual city-state

nor or the country Greece as a political identity. Nissbaum
(1997) points out that:
the Stoics, who later took Diogenes' idea and
developed it into a full-blown concept, typically

stressed that each human being lives or is in a state

of

"being" in two communities—the local community of

birth, and the community of human argument and
aspiration. (Nissbaum, 1997, p. 24)
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Most studies of Western philosophy, formation of

knowledge, and literature tend to begin with Greeks (Ozmon
& Graver, 2008).

Perhaps Greek philosophy was unique in

its emphasis on rationality, logic, and inquiry rather than
mysticism and supernaturalism.

Western philosophy tended

to emphasize logic and materialism, while Eastern
philosophy stressed the inner rather than outer world

making philosophy and religion almost indistinguishable
(Ozmon Sc Graver, 2008).

In comparison with Western

philosophy. Eastern philosophy has provided a greater
variety of approaches in education for the purpose of
living well, alleviating suffering, achieving
enlightenment, or reaching nirvana, than Western views.
Hinduism, for example, emphasizes an oral tradition and

reading of sacred literature, the Upanishads preceded by
years of study through Sutras (Kerouac, 2006).

Some of the

works, such as Bhagavad-Gita, Zen Mind, Koran, and Talmud,

representing the most read sacred and philosophical nonWestern classics, are included in the approach of Bauer's

theoretical framework for teaching a history course through
her constructed prism of "well-educated mind."

Thinking of temporary students and the beginners in
the field of history, Bauer (2003) calls for a parsimonious
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exposure rather than a deep dive into complex dialectic and
rhetorical analysis of "Big History" as clearly defined by
Brown (2008). The following list designed by Bauer (2003),
provides a simplistic global approach to learning basics
through structure in the broad field of history: first,
Ancient history (Near East, Greece, Egypt, Rome, Europe,

China, India, Japan); second. Medieval history (Europe,
Middle East, China, India, Japan); third. Renaissance

history (Europe, North and South America, China, India,
Japan); fourth, enlightenment era divided into a
positivism, progressivism, and multiculturalism line, and
romanticism, relativism, and skepticism line all leading up
to postmodernism (Bauer, 2003).

Postmodern Perspective on Modern Education
Educational theory and practice have always been

strongly wedded to the language and assumptions of
modernism (Aranowitz & Giroux, 1990).

Educators as diverse

as Dewey (1966), Tyler (1950), Gintis (Bowles & Gintis,
1976, 2003), Goodlad (1984), and Carnoy (1983), have shared
a faith in those modernist ideals that stress the capacity
of individuals to think critically, to exercise social
responsibility, and to remake the world in the interest of
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the Enlightenment dream of reason and freedom.

Within the

discourse of modernism, knowledge draws its limits almost
exclusively from a European model of culture and

civilization.

Civilization in this script is an extension

of what Lyotard (1984) calls the "grand narrative" of the
Enlightenment.

In addition, modernism has been largely

drawn from cultural scripts written by white males whose
work is often privileged as a model of high culture and
born within the elite (Aranowitz & Giroux, 1990).

Postmodern criticism does not challenge dominant Western
cultural model with its definition of universally valid
knowledge; it also offers the promise of deterritorializing
modernity through redrawing its political, social, and
cultural boundaries that affirm racial, gender, and ethnic
differences (Giroux, 1990).

As Laclau (1988) stated,

"Postmodernism cannot be a simple rejection of modernity;
rather, it involves a different modulation of its themes

and categories."

Postmodernism's refusal of grand narratives, its
rejection of universal reason as a foundation for human

affairs, its de-centering of the humanist subject, its
radical problematizing of representation, and its
celebration of plurality and the politics of racial.
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gender, and ethnic difference have sparked a major debate.
For example, Bloom (1987) argued that postmodernism
represents "the last, predictable stage in the suppression
of reason and the denial of the possibility of truth."

In

a similar argument. Bell (1976) claimed that postmodernism
extends the adversarial and hedonistic tendencies of

modernism to destructive extremes often expressed in film,
arts, music, and fiction as "a reflection of the present

wave of destructive political reaction seeping the Western
world" (Gott, 1986, p. 68).
Liberals such as Habermas (1983) and Rorty (1985) take

opposing positions on the relevance of postmodernism in
education in terms of a threat to a democratic public life
and the capitalist society.

Radical critics such as

Eagleton (1985), Anderson (1984), and Christian (1987) see
postmodernism as either a threat to or a flight from the

real world of politics and struggle.

Foster (1983),

Huyssen (1986), Hall (1987), and a number of feminist
critics such as De Lauretis (1987), Morris (1988), and

Frasier and Nicholson (1990), approach the discourse of

postmodernism in education cautiously by interrogating
critically its claims and absences.

On the other hand,

Baudrillard (1988) and Lyotard (1984) utilize postmodern
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discourses as a theoretical weapon to articulate either the

nihilism of capitalist society and its alleged collapse of
meaning into the tyranny of modernistic narratives often
included in the concept of paideia.

Nihilism, in Bloom's (1987) philosophy, is a code word

for the glorification of action and power that represents a
real threat to our contemporary civilization.

In

education. Bloom (1987) believes, nihilism has a number of

historical roots: the modernism of the good life that

stresses pluralism and diversity, disrespect for authority,
and a lack of unified worldview, or neglect of the

intellect, or as he puts it "a vacillation of democracy
that permits the ignorant a degree of freedom that, in four
years of secondary schooling or later four years of

undergraduate work students are not prepared to use" (p.

187). Bloom invokes the image of "chaos and decay" in the
moral fabric of our society, and his call for curriculum
reform is clear:

end the sham of the sexual, racial, and cultural

revolution that animated the generation who confronted
the white men at the Pentagon and other institutions

. . . to reinstate Latin as the lingua franca of

learning and transmit Western civilization through the
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one hundred greatest books that embody its system of
values, (p. 93)

It is possible to make a strong case that reading
classic texts is necessary even today, because they still

continue to relate to our modern lives, they depict daily
issues parted only by time, and connect to the ideals,

epochs, and history long gone.

This is not an argument for

full acceptance of the privileged Western texts to our
curriculum, nor it is a call for their total rebuttal.

The

responsibility of intellectuals for the current state of

affairs must be acknowledged before the tensions worsen

between tradition and modernity or postmodernity (Aranowitz
Sc Giroux, 1990).

These so called "tensions" were

identified by Bauman (2000) as modernity's struggle with
ambiguity, later resulting in the Holocaust, invoking the
postmodern ethics in a concept of "liquid" modernity.
In a general sense, Hirsch (1976) and Bloom (1987)

represent different versions of the same ideology, one that

is deeply committed to cleansing democracy of its critical
and emancipatory possibilities.

They both have a common

concern, however, for rewriting the past from the

perspective of the privileged and the powerful.

In their

view, history becomes a vehicle for endorsing a form of
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textual and cultural authority that legitimates an

unproblematic relationship between knowledge and truth.

Both Hirsch (1976) and Bloom (1987) define the study of
history, along with the authority it sanctions, as not so
much a battle or struggle but as a mere artifact or a

warehouse of goods posited either as a canon of knowledge
or a canon of information that has simply to be transmitted
as a mean for promoting social order and control.

Thus in

this light, the argument for paideia and the "great books"
concepts is truly a pedagogical one that has little to do

with dialogue and struggle over the meanings and practices
of a historical tradition. Hirsch's defense of a unified

version of Western tradition ideologically marks his

definition of cultural literacy as more than a simplistic
call for a common language and canon of shared information.
The failing of Hirsch's view of culture is more

evident in his analysis of public schools and in his

misunderstanding of the issues of struggle. Theorists such
as Bourdieu (1990), Bernstein (2009), Freire (2000), and

Apple (2004) have investigated the relationship between

power and culture, arguing that the culture transmitted by

the school is related to the various cultures that make up
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the wider society or dominant groups while marginalizing
and silencing the sub-cultures.
It would be too easy to dismiss this vision of
education as simply an effort to reestablish a new order

but the virtue of Bloom's and Hirsch's philosophy, despite
its reactionary content, stands to remind us of what has
been lost in the drive for rationalization, for the

supremacy of science over philosophy, history over eternal
essences (Giroux, 1990).

H. Giroux (1990) believes that

this historical legacy of technicization has been to turn
the universities into training institutions, which create

few spaces for intellectuals.

What must be accepted in

Bloom's discourse is that anti-intellectualism in American

education is rampant, influencing even those whose

intentions are actually opposed to closing the doors to
genuine learning (Bloom, 1987; Bauer, 2003; Adler, 1983;
Aronowitz & Giroux, 1990).

On an ideological level, the deterritorialization and

remapping characteristic of the postmodern condition can be
seen in the effort by many theorists and critics to
challenge and rewrite in proportional terms the modernist

ideals of rationality, totality, certainty, and progress
along with its globalizing, integrative vision of the
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individual's place in history and society (Aranowitz &
Giroux, 1990; Richard, 1988).

Thus postmodernism refutes

modernist knowledge centers that are referred to as the

privileging of Western patriarchal culture, with its
representations of domination rooted in a Eurocentric
conception of the world, and the technological, political,
economic, and military resource that once were almost

exclusively dominated by the Western industrial countries
(Giroux, 1990).

Self-Determination and PostColonialism in Education

During (1987) has proposed that the concept of
postmodernity has been constructed in terms which more or
less intentionally wiped out the possibility of postcolonial identity or the conceptual annihilation of the

post-colonial condition, which is actually necessary to any
argument that *we' now live in postmodernity (Noblit,
Flores & Murillo, 2004).

Rocco (1990) has further

articulated how postmodern frameworks have yet to fully
acknowledge the way that cultural forms are differentially
experienced in the lives of "others." There are three

facets of vindication and knowledge creation that
postmodernism influenced. First, the technological
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advancements in media and communication allowed the sudden

influx of knowledge via mass electronic form of delivery
and acquisition (Lyotard, 1984).

Second, postmodernism

helped to raise new questions about the terrain of culture
as a field of both domination and contestation.

More

specifically, various discourses of postmodernism have

challenged the ethnocentricity that rests on the assumption
that America and Europe represent universalized models of
civilization, culture, and education (Ross, 1988; Bishop,
2005).

Third, postmodernism has provided a theoretical

foundation for engaging the "other" not only as
deterritorialized object of domination, but also as a
source of struggle, collective resistance, and historical
affirmation (Giroux, 1990; Willis, 1977, Bowles & Gintis,
2003; Bourdieu, 1999).

In other words, postmodernism's

stress on the problematic Otherness has included a focus on

the importance of history as: a form of counter-memory
(Kaplan, 1987); an emphasis on the value of agency
(Grossberg, 1988); and a concept of self-determination in
knowledge creation (Noblit, Flores & Murillo, 2004; Bishop,
2005).

This becomes clear in the preference for courses

that valorize the "great books" curriculum at the expense
of courses organized around different writers, whether they

89

be feminists, African-Americans, Latin or Chicano-

Americans, or any other writers labeled "Others" because of

their marginality with respect to dominant representations
of power (Aranowitz & Giroux, 1990).

Postmodern Philosophy to Pedagogy
Postmodern philosophical discourse needs to
reformulate the relationship between the role of

intellectuals and the creation of social and political
doxic spaces that speak to the needs of a broader public
culture.

Central to the notion of postmodern criticism is

the need for educators to rethink the relations between the

centers and the margins of power (Giroux, 1990).

This view

of educational criticism, as Giroux (1990) believed, must

not only call into question forms of subordination that
create inequities among different groups but also challenge

those institutional and ideological boundaries that have

historically masked their own relations of power behind
complex forms of privilege.

The inequalities are indeed

socially reproduced (Giroux, 1990; Willis, 1977; Bowles &
Gintis, 2003; Bourdieu, 1999) through the dominant
hegemonic pressures and by ignorance of those intellectuals
who fail to revolutionize formerly doxic areas of status
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quo. Gintis (2003) writes: "what is at stake here is the

recognition that postmodernism provides educators with a

more complex and insightful view of the relationships of
culture, power, and knowledge" (p. 117).

For educators the

postmodern emphasis on diversity, contingency, and cultural
pluralism, points to "educating students for a type of

citizenship that does not separate abstract rights from the
realm of the everyday, and does not define the community as
the legitimating and unifying practice of a one-dimensional

historical and cultural narrative" (Jenlink, 2004, p. 23).
Pedagogy is an informed socio-political project that links
individual knowledge and critiques within the bounds of a
greater society of a school, a nation, or a global

environment. Appadurai (2008) argues that we are entering a
post-national era in which there are serious disjunctions
between the economy, culture, and education.

To pick up on

these disjunctions Appadurai (2008) speaks of many new
"scapes," including "ethnoscapes," "technoscapes," and

"ideoscapes," as well as new global talent exchange, which

flattens the "scape" of cultural exchange and knowledge
creation.

Although the Western Civilization course was

traditionally taught by Western intellectuals, a new
"scape" of globalization provides a non-traditional
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approach to revisiting colonization and hegemony topics
from the non-Western perspective of Others teaching the
course. This is a difference that inadvertently enters the

field of history in the twenty-first century regardless of
the endless past arguments and critiques.

History in the Postmodern World
Jenkins (2008) acknowledges the radical critiques of
traditional Eurocentric learning represented by the
theorists and philosophers who stamped an incommensurable
paradigm in the field of history of the postmodern world.
This process is characterized by the collapse of the
traditionalist view of history through histories of

emancipation and empowerment brought out by the ignored
groups who have not yet constructed their stories, but who
are and remained ignored by the Western meta-narratives.
This group of theorists according to Jenkins (2008)
includes: Derrida, Giroux, Lyotard, Baudrillard, Foucault,

and Rorty—all of whom find worthy cause in the de
privileging history from a dominant perspective to an allinclusive representation.
Naturally, skeptical attitudes have persisted
throughout centuries within the Western tradition but the
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difference this time (in a postmodern world) is that what
had previously been glimpsed, mentioned, but kept on the

margins, now became an integral part of our diverse,
plural, and more welcoming society.

This is the pressure

that allowed through the process of globalization, a new

perspective on history (Jenkins, 2008).

Of all things

usual in history, narratively speaking, some new genres
entered the field: historians' thesis, teachers' histories,

and then a whole range of other distinctive forms that can

only be listed: children's histories, popular-memory,
proscribed, ethnic, feminist, heritage, reactionary, and
revolutionary histories, which represent a variety of
views, perspectives, lenses, and power structures.

Thus

with an open access to self-publishing as well as to a

broad internet audience, the hegemonic structures of
publishers and editors can be circumnavigated.

This

expression that analyzes our modern world via the

methodologically informed perspectives of postmodernism not
only helps to locate all the present debates over what is

postmodern history, but also provides us with a new sense
of what these debates bring!
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How Is the Literature Review Tied

to the Purpose of This Work?
Adler's (1983) Paideia Proposal lost its momentum for
two reasons: (a) his socialist and social ideas were out of

favor in a conservative 1980's America, and (b) his

progressive educational ideas, promoting public schools and
denigrating uniform learning along with the standardized
testing, were also deemed odd and unruly in a neo-liberal
state of privatization and business-like accountability for
even elementary schools. Nevertheless, the theory of 'great

books,' and the pedagogical content knowledge still finds

its inroads into our modern education.

Given the political

and the intellectual state of affairs it is quite
remarkable that the (1983) Paideia Proposal gained such
notoriety and a subsequent following in all forms; radical
and conservative alike.

Higher education and education in

general are two of the few public spaces left where
unconditional resistance to political and hegemonic forces
can be both produced and subjected to critical analysis.
Thus, it is up to the teachers, the professors, and the

instructors to perpetuate the state of critique, and to
reproduce the knowledge in the image in which they
themselves were shaped.

Bauer (2003) and her concept of

Well-educated mind fits within the bounds of teachers'
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ability to reconstruct the subject of History, Western
Civilization, or World History curriculum using a variety
of the primary sources and the "great books" collection,

which reflect the ideal setting for learning and preserving
knowledge.

One purpose of this study is to locate

Bourdieu's (1990) social reproduction theory in teaching
and how it shapes our history learning across the
institutions, Giroux's (1990) essence of the public
intellectuals in instructors at all K-14 levels, and to

inquire whether the concept of the 'great books'
utilization by Bauer (2003) and Adler (1983) could indeed
help teachers to equip students to become well-educated as

defined by Bauer (2003).
The importance of this work is not to defend or to
attack the content of our current Western civilization

course in light of postmodern and modern philosophical
approaches but to apply its achievements and the socio
cultural traditions to construct an instructional and

pedagogical example of "well-educated mind" coined Bauer

(2003).

This theoretical framework composed and thought of

by Bauer illustrates a desired theoretical content through
the "great books" concept and the preferred instructional
knowledge familiarity in the Western civilization course
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both by the students and their instructors as the basis for
her thesis: a "well-educated mind."

Based on the

literature review there's a growing tendency towards

parsimonious and demagogical instruction relying on simple
memorization and identification of the historical events.

This purely grammarian approach in instruction, combined

with poor quality of teacher preparation in primary sources
and in critical thinking pedagogy, diminishes students'

dialectic and rhetoric skills.

Thus the main object of

research in this the study focuses primarily on the
instructors, teachers, and the professors of K-12
institutions in the Inland Empire of Southern California
and addresses the following:
1. To assess the instructors' topic knowledge and

academic interests as well as their familiarity of
primary sources and related literature other than

the textbook in teaching history.
2. To discover whether the concept of paideia and life

long learning exists among the instructors teaching
Western Civilization and US History sequence
courses.

3. To establish the instructors' desired pedagogical
outcomes of student learning: Are they purely
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grammarian, or dialectic and rhetoric.
4. To discover whether there are social reproductive
consequences of instruction using the theoretical
analyses of Bourdieu (1990), Giroux (1988), and
Willis (1977).

5. To discover the applicability of Bauer's (2003)
concept of "well-educated mind" among history
instructors and their teaching methodologies.
6. To address the acceptance or resistance of Adler's

(1982) original idea of Paideia proposal and the
"great books" concept into a main stream of the K-12
history instruction.
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CHAPTER THREE

RESEARCH METHODS

This chapter includes a description of the study-

design, rationale, selection of the population, a
description of the data collection procedures and analysis,
and the research assumptions and questions.
Over the past several years, there has been much

written concerning the necessity of using primary source
documents in the history classroom in order to engage
students in the interpretive work of a historian.

Studies

of the benefits of this approach, although primarily
anecdotal, indicate that this is a better approach to
teaching history than the traditional lecture-format of

most history courses.

However, as with any type of

educational reform, it is teachers in the classroom who are

most responsible for implementing reform programs and the
success or failure of any innovation depends upon the

perceptions of the classroom teacher in choosing to accept
and integrate the new approach into his or her teaching.
This research project measured the perceptions of the

tenured history teachers in grades

of the value of

using the primary source documents in their instruction.
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This study attempted to evaluate the perceived value of
using primary source documents, while attempting to
identify possible barriers to such instructional
methodology.

The possible perceived barriers identified in

the literature are: time constraints, possible lack of

experience or training, the ability level of students, the
comfort levels of teachers and students with using
technology, the overall knowledge of the professional
standards, and access to materials.

Description of the Study
This exploratory study surveys the high school
instructors who teach Western civilization or world

history, and the United States history courses in Southern
California high schools. The measurement of teacher

perceptions was accomplished through use of a four-page
instrument called "History Course Survey," constructed to
assess Pedagogical Content Knowledge (PCK) of instructors

and their methodology in teaching the course with the aid
of primary sources.

Extensive in-depth interviews were

performed with six instructors (new teachers and tenured

teachers) using the same survey instrument. The interviewed
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instructors were asked the following questions asked before
by Zinn (2003):
1. What do you see as some of the major problems in
how US history has been taught in this country?
2. How do you prevent history lessons from becoming a

recitation of dates and battles and congresspersons
and presidents?

3. How can teachers foster critical thinking so that
students do not merely memorize a new, albeit more
progressive set of facts?

4. Is it possible to be objective?
5. In your opinion, what types of instructional
practices define a quality history class?
6. What is your opinion of the use of primary sources
in your instruction?

7. What cross-field examples of sources used in class

instruction? Maps? Films? Geography? Cross-field
examples?

8. Are you familiar with the "great books" concept?
9. Are you a life-long learner?
10.In your opinion, should a history course teach
logic, reasoning, and verbal eloquence?
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11.Why is there absence of a true discussion in social
studies classrooms when both teachers and students

say that discussion is very important?
12.What factors outside classroom, constrain social

studies teachers from approaching history teaching
meaningfully?
13.What is the connection between curriculum (herein

defined as content) and pedagogy (instruction)?
14.Can tolerance be taught? Does diversity matter how
we teach history?

15.1s field of history multidisciplinary and
multifaceted?

16.Do high stakes standardized test scores represent
what students understand about history?

Procedures

The participants, who were selected randomly from the
Inland Empire districts' websites, received a request

letter via email inviting them to participate in the study
as well as the research questionnaire through an internet
website link (surveymonkey.com) comprising an anonymous
survey containing approximately fifty statements, which
asked the participant to indicate whether he or she;
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strongly agrees, agrees, is unsure, disagrees, or strongly
disagrees with the statements. The first section of the
survey (see Appendix B) asked the respondents a series of
questions about their gender, age, numbers of years
teaching in the district, the level of education attained,

number of history courses studied while in college.

The

second section of the survey focused on the precise
positioning of history teachers towards the use, need,
familiarity, importance, and obstacles to the overall usage
of the primary sources in the history instruction.

The

last section of the survey included several open-ended
questions that required a narrative response from the
respondents. The open-ended questions asked teachers to
describe their approach to teaching their history courses.
The following questions indicated some of the ways in which
the researcher could assess the pedagogical content

knowledge of the respondents and their in-depth familiarity
of the history field, purposes, and priorities they attach

to teaching the World History or United States history
courses:

1. In your opinion, why should students be required to
study history in school?
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2. In your opinion, what types of instructional
practices define a quality history class?
3. What is your opinion of the use of primary sources
in your instruction?
4. Have you attempted exposing students to the fulllength academic articles?

5. What are some primary sources that you use in your
instruction?

Each participant was contacted via email and asked for

a voluntary participation in this study after which a

consent form was sent via email/or delivered personally by
the researcher to be signed before the discussion or data

collection began (see Appendix C). This study depended
heavily on the survey instrument sent to the respondents
electronically with aid of the Survey Monkey server through
which further voluntary interview participation was
requested. The only equipment used during the interview was
a SONY SX712 voice recorder.

The procedures that were used in this study were as
follows.

In the absence of a standard instrument to identify
perceived value of the use of primary sources, I developed
two survey instruments for the instructors. These
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instruments were surveys composed of series of questions
that helped to identify: indicators, themes, and clues
readable and noticeable to the researcher, and that were
used to collect data to determine how often the instructors

used the primary source documents. The literature was
searched for potential barriers to implementation as well
as for the rationale for the use of these materials in lieu

of traditional classroom materials.

The research

instruments were adopted and modified from the (2005)

Drinnon study at East Tennessee State University concerning
the perceived value of primary source documents in teaching
history (see Appendix E).

An item pool of statements concerning primary source
documents was developed using the literature. A survey
instrument containing fifty items with a Likert scale
response and thirteen open-ended questions was developed
from the item pool of statements.

In addition to the survey instruments the researcher
proceeded to interview six instructors, assuming a non-

intrusive role by attending meetings in the place of choice
of the interviewee, usually a Starbucks cafe.

The

interviews served as an additional source of data on how

the history courses were taught, with particular attention
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being paid to usage of primary sources or Bauer's
(2003)"great books."

Since all educators involved in this

study teach history at the level identified within the
study the researcher proceeded to ask sixteen semi

structured questions mentioned earlier to gather broader
understanding and scope of teachers' subject preparation.
The data from the interviews were used to identify
potential weaknesses or strengths within instructors'

teaching methodologies, examples of documents presented,
stories told, and extra-curricular activities attended.

Before the research proposal was submitted for
approval from the Institutional Review Board of California

State University San Bernardino (Appendix D), a pilot test
of the survey instrument was conducted with sixty student
respondents from the researcher's own history class rooms

(Barstow Community College, History 2A; and Victor Valley
Community College, History 117 - two sections). The
respondents for the pilot surveys were selected from the
researcher's own classrooms at both colleges who

represented freshmen college populations in San Bernardino

County, California. These data were used to assess the
workability of the survey instrument, as well as to confirm

or reject prior assumptions. Simple descriptive statistics
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and calculations were performed using the Statistical
Package for the Social Sciences (SPSS), Version 16.0 and
17.0.

Any available and viable statistical data were entered

into SPSS/Version 16.0 by hand. SPSS/Versions 16.0 and 17.0
were used for the statistical analysis of the data. No

hypotheses were tested since this was primarily a
qualitative exploration and observation and the findings
were only analyzed to deliver visual non-narrated results.

Participant Description

There were two populations of participants: tenured
history and social science teachers in the K-12 environment

all teaching United States or world history courses in
Southern California, and a group of six interviewed

volunteers K-12 history teachers who served the purpose of
triangulating this study and legitimizing the results
obtained from the survey instrument.

The participants

contacted were mostly tenured-history teachers of grades

11^^ and 12^*^ among the multiple institutions within Southern
California school districts.

Overall all, 246 invitations

were sent out to eligible history teachers in Southern
California's Inland Empire. In addition, several reminders
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were sent out after the initial invitations produced scarce
results.

The email addresses were collected from the

published districts' websites. Thirty teachers responded
and completed the survey, and ten teachers agreed to the
interviews out of which four cancelled their commitment.

The overall response ratio to the survey instrument was
12%, and about 2.4% volunteered to be interviewed. There
was no clear difference in the response rate dependent on

the method of distribution of research materials.

Thirty

teachers from twenty-two different schools returned

completed surveys.

Although the researcher in this study

did not claim that the survey was rigorously representative
of the population sampled, it did provide a useful profile
of the United States history teachers in Southern
California, which was used to ground the interpretation of
all the data collected in this study.

All respondents

answered the call to participate in the study voluntarily,
thus the sample had some limitations.
As part of the survey, respondents were asked whether

they would be interested in being contacted for a possible
follow-up interview.

Of the thirty survey participants,

ten volunteered to participate in the second stage of this

study, and only six actually showed up.
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The interviewed

group of six respondents consisted of one male and five
females, and fairly represented the geographical area of
the study. All interviewees were articulate and expansive
in their responses, which led me to believe that even this
small group could pursue the researcher's study questions.
All participants were in between the ages of twenty-three
through sixty. Both interviews and the surveys were
arranged to fit individual participants' needs and were

fully voluntary.

Each participant chose the time and place

of the interview over the course of two-month period
(October—November, 2011).

Our conversations lasted between

thirty and seventy-five minutes, depending on the

availability of the participant and their willingness to
share the information.

All six interviews were voice-

recorded.

Participant Recruitment
The following Table 3 provides some descriptive
characteristics of the interviewed pool of participants.
The data for this study was collected from the
electronic surveys returned from teachers who taught
history in public schools in Southern California school
districts of Inland Empire. Initially, the researcher was
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Table 3

Interview Participants

Identifier

Age

Teaching
experience

Ron

45+

20+

Suburban

Dept. head and
visionary

Magda

45+

15+

Suburban

Passionate and

monocultural

pet loving

Suburban

Visionary and
insightful

Patricia

20+

5+

Type of

Selected

school

characteristics

multicultural
Osa

Eliza

Shena

40+

30+

20+

20+

10+

3+

multicultural

Dept. head and
history reader

Suburban

Dept. head and

monocultural

curious

Suburban

Dedicated and

multicultural

novice

Suburban

looking for three to five high school districts, with two

instructors in each willing to participate in: a survey and
the interview. All teacher-participants were full-time
history faculty, taught history subject during the 2010

2011 academic school year, and had attended CSUSB College
of Education as pre-service history and social science
teachers in the past. All subjects in this study were
contacted electronically via their employer's or district's
website that revealed the email access.

As a result of the

initial researcher's inquiry about 12% of all teachers
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responded to the survey study and about 3% expressed their

interest in the interview. As incentives to participate,
teachers were provided with a $25 Starbucks Coffee Card
upon the completion of the interview. The survey instrument
participation was voluntary with no compensation paid.

Research Questions

The following statements served as a guide and the
research assumption in this study:

• To assess the instructors' topic knowledge and
academic interests as well as their familiarity of
primary sources and related literature other than

the textbook in teaching history as suggested by
Bauer (2003).

• To discover whether the concept of paideia and life
long learning (Bauer's, 2003; theoretical framework)

exists among the instructors teaching World History
and United States History sequence courses.

• To establish the instructors' pedagogical and
content abilities: Are they purely teaching
grammarian, dialectic, and rhetoric approach as
proposed by Bauer (2003).
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• To discover whether there are social reproductive
consequences of instruction using theoretical
approaches of P. Bourdieu (1990), H. Giroux (1988),
and P. Willis (1977).

• To discover the applicability of Susan W. Bauer
concept of "well-educated mind" among history

instructors and their teaching methodologies.
• To address the acceptance or resistance of Adler's

(1982) original idea of Paideia proposal and the
"great books" concept into a main stream of K-14
history instruction.

Methods of Analysis

The methodology employed in this study dictated the

nature of collection and analysis of data toward addressing
the research questions noted above.

The statistical survey

data were assigned numerical codes for analysis using
Statistical Package for the Social Sciences (SPSS, Mac,

version 10.1, 2009) through which all descriptive

statistics such as percentages and ranked frequencies were
obtained.

The survey shaped the researcher's initial

assumptions that (a) teachers are not properly prepared;
(b) primary sources usage is marginal; (c) teachers' life
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experiences, private constraints, or convictions may have
limited their content knowledge and transmission; (d) the
social science curriculum as broadly as it is taught in
Southern California did not allow for proper usage of the

primary sources; (e) history teachers often retrench
themselves to one niche of knowledge thus unknowingly
prevent students from being well-educated (Bauer, 2003).
All of the open-ended survey data and interview

transcripts were entered into the word frequencyrecognition software provided by "Surveymonkey.com," which
generated word map and thematic codes based on the
frequency of usage by the respondents.

The material was

afterwards read, reviewed, and analyzed by the researcher
in multiple time intervals.

The results of the descriptive

statistics and the emerging themes will be presented in
chapter four.
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CHAPTER FOUR

RESULTS AND

FINDINGS

Results Summary of the Survey
Instrument Descriptive Data
The seven-page survey instrument was electronically
delivered to the recipient's email account using the
electronic data platform called "Survey Monkey."

The

demographic data, as well as the questions concerning the
seniority, the overall teaching experience in the field of
history, education and teaching credentials, the overall
usage of primary sources in classroom instruction, the

professional academic organizations' membership, the

professional development, and the evidence of any parallel
non-history teaching assignments were all included in the

first page of the survey instrument.

The second through

fifth page of the survey instrument contained the

instructions for completion of the survey pertaining the
usage, familiarity, and importance of the primary sources
in history instruction, all formatted to be answered based
on the methodology of a Likert scale.

Here, all

respondents' answers were limited to: strongly agree,
agree, unsure, disagree, and strongly disagree evaluative
outcomes.

The seventh and the last page of the survey
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instrument asked for the open-ended narrative responses
such as: "Why should students be required to study
history?" "What type of instructional practices define a
quality history class?" "What is your personal opinion on
using primary sources in your instruction?" "Are students

in your class exposed to academic articles?" "Are you
familiar with a 'great books' concept?" "Should history
teach logic, reasoning, and verbal eloquence?" "If you
could meet a person from the past: who would it be, what

would you asked of that person, why, and what is your
rationale?" "And since this is impossible, how could you
currently go about to find your answers?"
The demographic data in Table 4 revealed that the

largest percentage of the participants were males with a

total number of 15 respondents, or 53.5%.

The majority of

all participants were in the age group from 31 years of age
to 50 years of age; a combined 62.9% of all respondents.
The average total years of teaching for the particular

district in Southern California was 12.6 years; with an
average history teaching experience of 15.8 years; and
average total years of teaching history in the district
average of 13.7 years.

The largest number of the

respondents (44.4%) had a master's degree with additional
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Table 4

Respondent Characteristics

Respondent characteristics

Number of

% of

individuals

sample

Gender
Male

15

53.6

Female

13

46.4

Age
21-30

2

6.9

31-40

9

31.0

41-50

9

31.0

51-60

6

20.7

61 and older

3

10.3

22

78.6

3

10.7

3

10.7

Credential

Single subject
Multiple
No credential

Members of professional
organizations
Yes, I am
No, I am not

9

32.1

19

67.9

Teachers' GPA when schooled
2.6-3.0

2

7.1

3.1-3.5

12

42.9

3.6-4.0

14

50.0

12

47.8

11

52.2

Less than 5

7

25.0

More than 5

21

75.0

Teaching assignments
History only
Economics/Bus

Teaching in years

Education
BA

MA plus
Doctoral
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7

25

20

70

1

3

Respondent characteristics

Number of

% of

individuals

sample

Primary sources usage
Yes, I use

No, I don't use

26

92.9

2

7.1

20

71.4

Major or degree
concentration

History
Philosophy
Pol/Science
Other, nonrelated

1

3.6

3

10.7

4

14.3

graduate work or certificates; 25.9% had graduated with a
master's degree without additional certificates, while

25.9% had graduated with a bachelor's degree, of whom 70%
had additional certificates.

Only one participant marked a

doctoral degree as the highest educational accomplishment.
A clear majority (78.6%) of respondents possessed a single
subject credential in social science or history, 10.7%
marked the possession of the multiple subject credential,

while 10.7% respondents indicated no teaching credential;
92.9% of all teachers reported using primary sources in
their classes between one to five days each month; 32.2%
are active members of the academic and professional
organizations; 92.9% graduated with a combined grade point
average between 3.1 and 4.0; and a majority (71.4%)

reported 'history' as their major and graduate
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specialization.

While 52.2% of respondents reported

teaching history as their only and exclusive teaching
assignments, 47.8% of teachers reported non-related
instruction in economics and business as their other

parallel duty assignments.

None of the participants marked

PE or athletics as their other parallel instructional
assignments at their districts.
What picture of the history teachers in San Bernardino

County, California does this descriptive information
provide?

A profile of the "typical" teacher emerges from a

quick analysis of the statistical survey data.

The San

Bernardino County History teacher is a male, 31-50 years

old, with about 16 years of teaching experience, and 12
years in the current district.

He has a bachelor's and

master's degree in an area directly related to his teaching

assignment, graduated with high and above 3.0 (CPA) grade
point average.

In addition, he teaches few other non-

history related classes in mostly business, or economics
fields. It must be remembered that although the data point

to a male-dominated field the participants in the survey

were willing volunteers.

In terms of the exposure to the

study of history, these sampled teachers differ from the
norm.

The relationship between the training in the
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discipline of history (bachelor's and master's degrees in
the field) and teachers' approaches to curriculum and
pedagogy in the K-12 environment provided this study with a
unique opportunity to look inside those who are dedicated

and willing to go out of their way and spend time

contributing to the betterment of history pedagogy.

Of

about 246 surveys sent out only 12% of possible respondents
participated, and only six agreed to a formal interview.
While the K-12 teaching field is primarily female

dominated, the gender distribution of the participants in

this study reflects a long-standing trend that secondary
social studies departments are predominantly male (Ochoa,
1981).

The survey data raise also some important
epistemological questions based on the characteristics of

the respondents. Does the relative homogeneity of the

history teachers matter in how they approach the study of
history and its instruction?

Do their life experiences

influence their instruction? And if so, what are or what
could these implications be?

Walter Parker (2010) in Social studies today: Research

and practice introduced several lenses that challenge these
questions as well as today's history curriculum and
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pedagogy.

In terms of the purpose of teaching history,

Parker (2010) points to the political struggles over
curriculum and its pedagogy, which he specified as: the

transmission of knowledge or the transformation of society.
Through this prism, our respondents may dominate certain

angle of this political struggle purely based on their

demographic characteristic.

Analyzing Parker's (2010)

perspective lens, most educators sampled in this study,
were affected by the pluralistic and multicultural society.

Many of the in-service teachers sampled believed that they
are "color" blind or that diversity does not matter and

that they taught their students assigned to their
respective classes. This set of beliefs of "color

blindness" could possibly deliver great harm in the
classrooms that teach true and effective citizenship, and
where students may or may not side with teachers'
perspectives (Giroux, 1990).

Parker's (2010) third

perspective deals primarily with the content of the

curriculum and how students understand history through
film, maps, geography, and primary sources. Understanding
how students interpret history through film and its
selection is something all educators should consider.
Often, the hegemonic and dominant discourses and contents
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reappear within a certain demographic group of historyteachers who tend to predominantly focus on these themes.
For instance, Holocaust education is under threat because

it appears in so many places in the curriculum (English,
Social Sciences, U.S. History, World History) and across so
many school grades, that students simply "turn off" their

interest and curiosity with a "here we go again" attitude

(Parker, 2010).

Most interviewed history teachers agreed

that introducing the theme of Holocaust and genocide should
not be exclusively dominated by World War II events but
inclusively shared with other events such as: Columbian
Exchange genocide and Holocaust, the native American Indian

eradications in North American, immigrant plight, civil
rights history in the United States, etc.
The globalization lens (Bauer, 2003; Parker, 2010)

focuses the reader on both practical pedagogies for
globalizing curriculum and the controversial nature of the

topic. It alerts history teachers to the issues of
multicultural literature in the classroom.

The discussion

of globalization and world history problematizes how
teachers select and present multicultural information to
avoid stereotyping and still tackle a global curriculum.
Dunn's essay in Parker's (2010) points out that:
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study should be particularly informative to world
history teachers, especially those who may have been
in the field for a considerable number of years as
have the surveyed respondents in this study. The

changes in the academic approach to studying world
history are defined as Arena A, the investigation of
the planet as a whole, and Arena B, social studies in

general and world history in particular as expressions
of national value and purpose. These arenas have
political constituents that are stakeholders in the

public school curriculum and severely restrict,
through the adoption of standards and tests, a

teacher's freedom to stay academically fresh and to

appropriately prepare students for further history
education beyond high school. (Parker, p. 71)

The researcher's personal response to this problem was
to consider how this information would impact teachers'
approaches to their secondary social studies methods

focused on teaching world history. And most importantly,
what global experiences and knowledge do the sampled
teachers have to transfer on to the students in the United

States or world history classes?
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The themes that emerged in this first part of this
study confirmed that nearly all (96.4%) of respondents
agreed or strongly agreed on the importance of the usage of
primary sources in their history classrooms.

The study

also supports Parker's (2010) findings where most teachers
who taught world history did it without including United
States history inclusion or vice versa. One of the
interviewed respondents, Magda, repeatedly underlined that

the standards' requirements do not allow her to diverge and

"dig deeper" into the meaning of world history and how it
is intertwined with our domestic historical discourse.

The

clear majority of the survey respondents (96.4%) agreed on
the importance of students' interpretation of primary
sources in their history education. 78.6% agreed that

primary sources were easily obtainable for their classes.
In almost a rebellious stand, 50% did not agree with the
California curriculum framework, standards, and benchmarks,

which drive their lecture contents. The "power" standards

along with the designed pacing guides in all history
classes did not allow for any primary source usage simply
out of time restraints and limitations.

The mad dash

through the curriculum, power standards, and major themes
were often labeled and referred by the teachers during the
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interviews.

The over-compartmentization of knowledge was a

major issue, with which most teachers struggled, not from

ignorance, but simply from time constraint.

Although the

issue of reading original texts is often difficult and
challenging for students the primary sources persist: 46.4%

of teachers agreed that they preferred the primary sources
to the selected textbooks, with 25% teachers remaining
unsure, and 7.1% disagreeing.

Over 80% of participants

agreed that they were comfortable in using primary sources
in teaching history, while only 57.1% attended a high
quality social study workshop.
The data in the Table 5 summarizes the major findings
and teachers' responses to the survey instrument.

Although

the data provided descriptive statistical representations
of participants the results were not as meaningful as the
interviews that followed.

Overwhelmingly, the data

revealed a well-rounded group of professionals of whom a

clear majority supported usage of primary sources in
history instruction, knew the limitation of course
textbooks, students' abilities, and other constraints.

What this data did not provide, and which was explored
through interviews, was the in-depth take and revelation of

the systemic limitations and failures found in the way
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Table 5

Descriptive Summary of Primary Source Usage in Southern
California Secondary Schools
Support

Problem or statement (n = 30)

(%)

Primary sources are important to history
teaching

96.4

Students enjoy using primary sources

46.6

I (teacher) am comfortable with using of
primary sources

92.6

My (teacher's) preparation emphasized the use
of primary sources

75.0

It is not difficult to integrate primary
sources in history lessons

85.7

I find time to find primary sources for my

75.0

lessons

Primary sources analysis is not difficult for

64.3

my students

My school's collection of primary sources or
delivery technology is inadequate

55.0

I (teacher) often study primary sources for my

65.3

own classes

Part of my job is to teach critical thinking

100.0

skills to students

I am comfortable in selecting primary sources
for use in my classes
I have analyzed primary sources for historical
interpretation
My textbook does not provide a sufficient
number of primary sources
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92.9

100.0

77.0

Support
(%)

Problem or statement (n = 30)

I have attended a history/social science
conference this year

40.7

My students score higher if I use primary

66.0

sources

history courses are managed.

Although very informative and

predictable, the survey data in this study were considered
complementary to the more "telling" interview findings.

Emerging Themes From Interviews
The second part of the data collection, the interview

data, are presented in this section.

These data are useful

because they provide a general, and at the same time, a

personal overview of how the interviewed respondents
express themselves, view their students, and possess their

content knowledge of the history field in which they teach.
The data from the interviews helped also clarify few

observations that went initially unnoticed.

The interviews

had also established a baseline on which to test Bauer's

(2003) assumptions that address the following:
1. To assess the instructors' topic knowledge and
academic interests as well as their familiarity of
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primary sources and related literature other than

the textbook in teaching history as suggested by
Bauer (2003).

2. To discover whether the concept of paideia and life
long learning (Bauer's, 2003; theoretical framework)
exists among the instructors teaching World History
and United States History sequence courses.
3. To establish the instructors' pedagogical and
content abilities: Are they purely teaching
grammarian, dialectic, and rhetoric approach as
proposed by Bauer (2003).

4. To discover whether there are social reproductive
consequences of instruction using theoretical
approaches Bourdieu (1990), Giroux (1988), and
Willis (1977).

5. To discover the applicability of Susan W. Bauer
concept of "well-educated mind" among history

instructors and their teaching methodologies.
6. To address the acceptance or resistance of Adler's

(1982) original idea of Paideia proposal and the
"great books" concept into a main stream of K-12
history instruction.
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The interviews explored these themes in a direct and
indirect fashion that allowed the researcher to attain

enough personal information from the subjects to either
support Bauer's (2003) theoretical assumptions or to
discover whether or not other theories, constructs, or
discourses are constructed in this area of research.

Research Question 1

The teachers' topical knowledge was evident during the
interviews. Ron, a twenty plus year veteran in Southern
California, did not hide his immense knowledge and practice
of primary sources and major literature works.
I think my first year teaching in the United States
was the world history course instruction.

It got up

to the industrial revolution subject, and by the way,
I was teaching English second language as well, it was
the Jack London's story, I had my class read this.
was a shortened version of the book.

It

The class

quickly got the oppressiveness of the harsh conditions
of the period, which the students quickly got.

It was

not because they'd read the short paragraph or two in
the textbook, but this story settled in their minds.

It is interesting that the reading program, as I
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understand is taught at your university (Cal State,
San Bernardino) tries to rectify this barrier between
true learning through primary sources and writing and
dry recitations from the text.

History classes and

the theory of knowledge that I push are all about the
teaching, the depth of it, the critical aspect of
learning but not the simple recognition.

Often

teaching is not through showing the right answer in
the paragraphs of the textbook but by leading the
students to come up with their own answer and
understanding based on the knowledge they just

acquired.

Students are smart or witty and limit

themselves to look or skim for keywords in their
assignments rather than to fully understand the theme
or a problem. (Ron, personal communication, October
28, 2011)

Another respondent and teaching veteran, Magda,

expressed her frustration with the pressure to cover the
curriculum and the difficulty of introducing the primary
sources to her student population.

Primary sources for world history are a bit difficult
to read.

For instance, Magna Carta, I try to read it

but I don't think it is effective.
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I use little

articles that are easy to digest and read that deal

with the nature of general world history.

So to sum

it all up, I don't use primary sources. (Magda,
personal communication, November 3, 2011)

Magda's department follows a strict pacing guide that
limits her to specific areas only with little or no time

left for "deeper" readings.

The context of her teaching

has shaped her style and led her to focus on just a few key
notes in her world history classroom, apart from the daily
outlines: Mongols and Huns, stories of animal migrations
and early humans, and pets that matched her own interest

and a personal study niche.

Although Magda possesses an

average content knowledge in her field she could not point
to any recent primary source analysis in her class.

The following four respondents, Patricia (personal
communication, November 5, 2011), Osa (personal

communication, November 7, 2011), Eliza (personal

communication, November 9, 2011), and Shena (personal
communication, November 15, 2011), all shared with Ron a

wealth of content knowledge. Patricia's response was swift
and exact "Yes, I do use them [primary sources] a lot. In
fact, I cannot imagine teaching history without the

involvement of the documents" (personal communication.
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November 5, 2011). Osa's response magnified her stance on
this issue:

This [primary sources] is a huge importance.

Students

need to get used to reading of very difficult passages
to avoid the trivia.

They need to prove that each

document is a trustworthy document.

I make my kids

analyze the primary documents to see if they are
biased, self-serving, objective. . . . In this way,

they develop a sense of knowing through examining the
documents.

They don't just simply believe but think,

(personal communication, November 7, 2011).
In Eliza's own words the primary sources are
excellent. My AP classes use them from the get-go.

Since we're teaching towards the test and the testing

is expensive and about $80 per test, we use many
primary texts for DBQs (Document Based Questions).

We

constantly ask students to analyze the texts. Why?
What was the reason? What was the result? . . . I

don't use too many primary sources in my general
classes but I do introduce graphs, maps, pictures, and

cartoons.

It is often frustrating to read difficult

passages with students who barely pass English.

When

I attended college all our textbooks were the primary
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source documents, which gave me an excellent
foundation in history understanding that, in turn, I
tend to pass on to my students.

I am essentially

socially reproducing a younger generation of me! In
addition, the students today are the iPad generation.
To illustrate this as my dilemma, I was talking about
a phonograph, which students had a difficult time

picturing.

Imagine some of them haven't see the a-

track, cassette players, or even CD players, let alone
a phonograph! (personal communication, November 9,
2011).

Finally, Shena, perhaps the youngest veteran in the
teaching field responded:
I like it [primary sources] and I always try to use it
few times during the unit.

Often I have to break the

source down, highlight the material, and re-tell the
content through my own analysis. Otherwise, students
automatically fall into this 'I can't do it' mode,
(personal communication, November 15, 2011).

Although most of the teachers expressed the challenges
of teaching through primary sources, all but Magda were
very familiar with their content, willingness, and
selections.

Unlike many participants in this study, only
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Magda did not believe that primary sources were essential
or necessary in her classroom instruction. In fact, the
interviews and further conversations with each teacher

revealed a well-researched or excellent content knowledge

in the field of history.

Research Question 2

The essence of the research question considered

whether consciousness of the concept of paideia and life
long learning (Bauer's 2003 theoretical framework) existed
among the instructors teaching World History and United
States History sequence courses in Southern California.
All but one teacher was able to provide a definite and
well-substantiated answer.

Ron stated,

I do consider myself a life-long learner.
I am reading five books all at one time.

Currently,
Currently I

am rereading "Iliad" by Feagles, also started a "Book

of Mormon," "History of Papacy," which I find very
fascinating and full of contradictions, biography of
Heinrich Schliemann, which shows that he was a liar in

his own diary!

So, yes, I enrich myself, (personal

communication, October 28, 2011).
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Magda's response to this question included: "Yeah, I

get bored super fast.

I am always thinking of new

projects. I guess that's it" (personal communication,
November 3, 2011), which did not provide any specific

information as to the activities or a reading list.
Patricia's response referred to a long reading list
that included the most common history texts: "Common Sense"
by Paine, works by Marx, Locke, and Wollstonecraft
(personal communication, November 5, 2011). Patricia

mentioned her recent Masters degree in history as well as

online training through University of Chicago and Stanford

University.

Osa's area of enrichment revealed during the

interview included Jarred Diamond's works in the area of

geography and world history that she recently re-read and

studied, as well as Stokes-Brown book, titled Big History
that drives her world history classes, and the world

economic history essays by Ferguson such as: The Ascent of
Money, and others (personal communication, November 7,
2011).

Similarly to Osa's response, Eliza expressed,

I think so. I think that I am [a life-long learner]. I
am a history geek always looking for new ideas. As a
teacher, I must hone my craft, and I attend
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conferences often.

Perhaps, PhD may be in my future

but it is too soon to tell.

There are different ways

of becoming a life-long learner, (personal
communication, November 9, 2011).

Shena, a twenty-some-years old and a newly minted
graduate of a master's program plans her future to include

a history PhD degree, while, in the meantime, she "enjoys
the politics, travel, conferences, and a good book"
(personal communication, November 15, 2011). The titles

mentioned by Shena were familiar to Bauer's list of "great
books" and included: Machiavelli's The Prince, Moore's

Utopia, Locke's The True End of Civil Government, and

Hume's The History of England.
The conversations revealed a well-read group of
teachers, who do read, attend conferences, and pursue their
history passions, including considering advanced doctorate
degrees in near future.

Research Question 3

The interview inquiry posed a question to the
respondents to establish their pedagogical and content

abilities: are the teachers exercising a purely grammarian.
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dialectic, and rhetoric teaching approach in their classes
as proposed by Bauer?

All interviewed teachers rejected the 'trivia'
approach to teaching history through a series of lists that
include: dates, persons, numbers, battle details, etc.
Ron, a veteran and a department chair, was perhaps the
most vocal about the issue:

I do expect the students to know the sequence and the

timeline of events. We are looking for linkage,
historical argument, and causality.

First we tell a

story and then we put it to the historical argument
test.

I expect them to be able to formulate a "What

if?" argument based on the story told.

Causal links

are important in my opinion. What caused the event and
what were the end results? Could they have been any

different provided with other known aspects of
history, behavior, or findings? I think this comes
back to the same point: "What if?" test.

In case of

the Pearl Harbor date and event I bring in a story, a
0

primary source, criticism that portrays the history in
light of contradicting and speculative information.
For instance, I show the students the bits and pieces

of information that purport the prior knowledge of the
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us Government and of the events that will shortly

occur.

The conspiracy theory surrounding the event

builds a deeper understanding of history, the cause
and effect aspect of knowing, and ability to not only
recognize and remember the event but to get involved
into a meaningful conversation. Something else that I
do for critical thinking analysis. I steal the ideas
and materials from the Sonoma State University
critical thinking foundation.

I teach those concepts

from the beginning, (personal communication, October
28, 2011)

Ron continued to answer this question with his analogy
to Sophist philosophy that perhaps is not as easy to
replicate in a K-12 environment:

Here is where I find the problem with the question. I
am struggling with the thought and the only thing that
comes to mind is the Sophists' philosophy.

I am

looking for clear discussion and expression but
nothing beyond this from my students.
clear communication.

I just want a

Speech writing or persuasiveness

sits rather on the sidelines in my short classes,
(personal communication, October 28, 2011)
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Although Ron was fully aware of the issue at hand, he
realized that the limitations among students and work

expectations from the district exist that prevent rhetoric:
final act of learning history in Bauer's terms.

Magda's response followed Ron's philosophy but was a
bit simplistic (perhaps more aware of students'
limitations):

I don't do dates. I do time periods, chronology, or
reference to the story or general event, e.g.

Christopher Columbus.

I tell stories but we don't

read books, not the primary sources but their
adaptations, secondary sources.

I turn the paragraphs

into some quick write up exercises for students and

they do pretty well.

My basic goal in social science

class instruction is supported by the material, such
as the discovery videos, which I use in format of:
play, pause, and explain the background information.
For instance, the Mongols, the Huns, and the invasions

are all fascinating for kids to watch, (personal
communication, November 3, 2011)

Magda's response rejected the understanding of trivium by
Bauer and ignored the interviewer's inquiry through
solidifying herself in passive and grammarian method.
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As it turned out, Magda was the only teacher who
taught through purely grammarian methods of showing,
telling, and delegating.

Patricia's response was very reminiscent of Ron's
approach:

I don't make my students memorize dates at all.

You

must have a context, a time frame, and you don't have
to absolutely know that Reconstruction ended in 1877,
although we talk about the dates and review them . . .

but I emphasize the greater context of the theme.

We

look at the articles from 1892 Harper's Magazine and
look at cartoons, articles, and comments that land the

students in the general theme.

So what is going on in

1892? How have things changed and how are they
presented in 1892 as opposed to earlier dates?

But I

am, in my pedagogy, perhaps different than most.

All

AP history teachers do this and follow the standards

(including dates and primary documents), however
others don't at all. (personal communication, November
5, 2011)

Osa's reply to this question was very much the same:

From my experience and books (mostly AP) the scope of
study begins with Paleolithic Big History. . . that is
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the publication of Big History C.S. Browne text that

pretty much designed my course: Big Bang, the global
look at ancient Chinese civilizations, Japan.

do specialize but very broadly.

So, we

We don't go by dates

nor do we remember them besides the obvious, e.g.
1453. We often look at the big picture by theme, by

dynasties in case of the Chinese history that bring
dates and chronology but not trivia.

Students know

their bearings in time chronology through surrounding
stories, primary sources, and dynasties but not exact
dates, (personal communication, November 7, 2011)
Eliza followed with this comment:

I actually have my kids to learn key concepts. For
instance, today we were talking about the 'Lost
Generation of Writers,' which introduced my new
chapter. I don't teach dates and trivia but instead I

tell history as a personal story. We do role-playing,
which becomes more personal and gives them some

critical thinking skills.

Now, the process is not

immediate and varies from AP history course to general
history classes.

Some students are very motivated

knowing where they're heading.
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But then again, some

students are lost, (personal communication, November
9, 2011)

Although the teachers' comments represented a uniform
approach and philosophy towards "un-trivializing" the

history pedagogy, Shena's comments brought up an important
limitation:

I try to bring in a story to learning. Today, I showed
my class different perspectives on the Treaty of
Versailles, but this involved so much work on my
behalf.

In fact, this type of exercise is appropriate

for grades 11 and 12, but my 10th grade classes cannot
even understand certain terminology, such as:

"social," "political," "perspective," etc.

So, I do

have to go really slow, (personal communication,
November 15, 2011)
Five out of six interviewed teachers identified the

trivium approach to effective history learning as described
by Bauer.

All of the participants rejected the grammarian

approach but two out of six respondents continued to teach

in the grammarian fashion, simply because of their
students' limitations.

Overall, five out of six

participants were adequately prepared to teach and to grasp
the differences in the teaching philosophy that required
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them to distinguish between the grammarian, dialectic, and
rhetoric approaches.

Research Question 4

The inquiry in this area asked the respondents whether
they were aware of the socially reproductive consequences
of instruction as presented earlier in the theoretical
frameworks of Bourdieu (1990), Giroux (1988), and Willis

(1977).

Importantly, the aim of this inquiry was to see if

the teachers recognized their role in socially reproducing
their knowledge in students.
Eliza, a history department chair, responded that, "I
am essentially socially reproducing a younger generation of
me!" (personal communication, November 9, 2011). She

understood the importance of not only using the right
materials but also the enthusiasm and spirit of
instruction.

Ron added that he molds his students into inquirybased researchers by avoiding erroneous causality effects

experienced by him during his lifetime of experience:
by taking the ideas from Sonoma State I do introduce a
bias but I make students realize that some events are

reported from different sides of the argument, point
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of view, cultural background, and time.

The primary-

sources are both from the accuser and the accused so

students can position themselves in a role-playing
scenario that puts them perfectly into a historical
argument.

There are some allegories and examples that

I use to show the bias in reporting, understanding,
and culture.

Those kinds of things I hope bring about

a deeper understanding.

Things may not occur to a

male that are self-evident for a woman, and so on.

(personal communication, October 28, 2011)

Ron's lectures are not basic nor grammarian. He teaches his
classes to introduce a piece of himself that as theory may
or may not be included in the standards.

In contrast to Ron and Eliza, Magda seems to follow

the pacing guide in her classes and inputs her passion that

is not necessarily academically driven: "What engages ray
students is my introduction of stories that present the
history of canines (dogs).

I am a dog lover, and it seems

that this aspect of my presentations generates the most
conversations" (personal communication, November 3, 2011).

Shena, a young starting history teacher did not provide any
indicators in the interview to suggest her awareness of
social reproduction in her history classes.
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Shena has

mostly focused on adjusting to the tasks and the career of
teaching history.

Patricia relied heavily on her history background
aided by the conference attendance and the newest research
out of Stanford and Chicago University;

I think the pedagogy oftentimes depends on my
resources, and I do have resources for all different

areas, the reason why DBQ from Chicago and the
Stanford projects are important for me is because all
the hard work has been already done by collecting,

digesting, and preparing of instructional material
that I learned. All I have to do is to apply the

material to my class and relate this knowledge to the
students, I believe that I socially reproduce my
skills into this new generation, (personal
communication, Novmeber 5, 2011)

Osa, the department chair, applied her historical
curiosity and life-long learning into exactly the same

curiosity driven lectures that fascinate her AP history
students:

This is my new course syllabi and the course contents
with such details of amazing stories: waru-waru

agriculture, Tong Dynasty, paper printing and scripts.
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What is interesting, the standards and this curriculum

make me look up stuff and read upon it constantly.
The way I feel, they pay me for my hobby and
professional development. Not only the standards are
addressed, but I grow and my students grow with me!
(personal communication, November 7, 2011)

The majority of all interviewed teachers revealed

their enthusiasm, knowledge, and the awareness that the
social reproduction takes place in their classroom it terms

of knowledge and method, whether it is or not prescribed on
the pacing guide standards.

The reference to the social

reproduction here does not consider the social class

position, which is the most dominant interpretation by
Bourdieu (1990), Giroux (1988), and Willis (1977), but the

contagion of knowledge passed from one generation to
another.

Overall, only two out of six interviewed teachers

failed to notice the importance of social reproduction.

Research Question 5

The nature of the fifth research question in this

study relied on the recognition and the applicability of
Bauer's concept of "well-educated mind" among history
instructors and their teaching methodologies.
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Since the

theory depends heavily on the extensive reading list of the
"great books" concept that teachers must be familiar with

(included in the following research question six) all but
one participant found the approach interesting, fresh,
surprising, and applicable to their line of work.

Most of

the teachers revealed their interest in the work listed

[see Appendix A] and its positive impact on their
understanding of history and how they project this
knowledge onto students.

Although the concept seemed

foreign at first, a quick glance at the reading list
dissipated any doubt as to teachers' knowledge of the
Adler's (1984) or Bauer's (2003) literature list.

Most

teachers (85% of the interviewed respondents) agreed to
Bauer's concepts of applicability and benefit in their

teaching careers.

However, just as many expressed their

concerns over the difficulties of the texts, time

constraints, and students' abilities to cope with this
approach through reading.

Research Question 6

This research question attempted to address the

acceptance or the resistance of Adler's (1982) original

idea of the Paideia proposal and the "great books" concept
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into the main stream of K-12 history instruction.

Most of

the respondents could not identify the "great books"
concept, but after few enlightening moments, and time with
the list [see Appendix A] most of the teachers were

familiar with the literature list. Ron, a twenty plus year
veteran and department chair, acknowledged the list but
positioned it from his students' perspective:
I heard of it but I never got into it.
comment.

I see a problematic approach.

I have a
I can tell

you right now: students wouldn't understand the

Herodotus.

I read *The Prince' by Machiavelli, we

read * Poetics' now but the students are struggling.
As you have discovered yourself, some of the

difficulty lies in the complex sentence structures in
Locke, Hume, and Plato.
the sentences.

The students get just lost in

The concept is marvelous but the

problem is the sheer volume of the material. For

instance, we read the Cave Allegory but not the whole

Republic.

Since most of it is not on our power

standards we don't bother.

There is simply not enough

time, (personal communication, October 28, 2011)
Magda was quick to point to her limitation in this
question:
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You know what? I've never heard of it. After reviewing
your list, I can recognize just a few but I don't
imagine using it in class.

'The Prince' comes to mind

by Machiavelli, with which we work a bit through more
simplified discussions.

I have seen some of the

titles, but not read them, (personal communication,
November 3, 2011)

Patricia was surprised at first but quickly regained
her ground:

Not really, not that I can recall.

Oh, upon looking

at this list [see Appendix A] I can recognize that
most of those show in our standards.

with just about all of them.

I am familiar

Locke's, and The

Reasonableness of Christianity, Rousseau's The Social
Contract, Paine's Common Sense, Marx, A Vindication of

the Rights of Women, and The Souls of Black Folk, I
didn't read with my class but used it. The Democracy

in America by de Tocqueville is part of my standard.
Some I honestly haven't heard . . . The Longest Day by

Ryan? No, I am not familiar, and not sure if I'd enjoy
it since I am not a military historian, (personal
communication, November 5, 2011)
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Osa's, a history department chair, reaction was almost

identical with a denial at first and a quick repeal
afterwards:

No.

But after reviewing this list [see Appendix A] I

can state that I am very familiar with the texts. Now,
I am a history major, most history teachers are not

history majors so I can see how this list may not be
familiar.

More and more districts desire its social

science teachers to teach: psychology, history,
political science, history, philosophy, economics,

geography, etc. . . . but you can see how some may
find this list unfamiliar, (personal communication,
November 7, 2011)

All of the following respondents had an exactly the
same reaction to the question.

In Eliza's words.

No . . . I see, is this the literature list?
a bell.

It rings

Oh yeah, we do read Prince, Social Contract,

"Common Sense," . . . oh yes, most of the texts on the

list are covered either in our US history, AP history,
or world history curriculum.

Most of them are

familiar to me. (personal communication, November 9,
2011)

Shena's response was.
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No, but after reviewing the list I am very familiar
with many of the literature titles.

In fact, I am

familiar with a lot of these on the handout [see

Appendix A]. We go over some of these titles but not
all of them, (personal communication, November 15,
2011)

Although Adler's work and concepts seemed unfamiliar
to most of the respondents, the content and the aim of his
methodology is present not only in California's curriculum
standards but teachers' choices of reading (see Table 6).

Table 6

Result of Adler's "Great Books" Concept Familiarity Among
Teachers From Survey Instrument

Are you familiar with

% of

Adler's concept?

respondents^

Yes, I am

30

No, I am not

65

^ n = 30 but only 23 responded to this question.

In stark contrast to the survey findings the
interviews revealed different results. When asked, a clear

majority of the interviewed participants expressed their
unfamiliarity with the concept of "great books" at first.
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However, upon seeing the list (see Appendix A) all but one

recognized almost all of the literature pieces listed.
Consequently, the data obtained from the survey instrument
were accurate yet incomplete due to this limitation.

In this chapter the data revealed the importance of

literature and primary sources not only in teachers' but

also students' history education.

While the survey data

revealed that there is much expressed commitment to primary
sources, the interviews suggested that these commitments

were difficult to carry out in current classroom settings
across Inland Empire.

Both the survey and the interview

data provided that there is a great deal of evidence for

life-long learning, extensive reading, and holistic
background to history instructors. Furthermore, most

interviews revealed the passion and encouragement for deep
seeded love of history, literature, and history profession
as a whole.
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CHAPTER FIVE

DISCUSSION OF FINDINGS

Discussion of Findings and Themes
The issue of bias in this qualitative research demands

a special attention and discussion as in any qualitative
research project. While researcher bias and subjectivity
are commonly understood as inevitable and important by most
qualitative researchers, the general tendency among the K
12 community today seems to suggest that most remain
uncomfortable with the idea of a highly subjective
research. A systematic and reflective analysis of
pedagogical content knowledge through a carefully designed

primary sources survey and the follow-up interviews among
the teachers in Southern California suggest that issues

raised by Bauer (2003) and Adler (1984) require more

critical thinking and reflection than initially assumed by
the researcher. The initial assumption of the researcher
and a research supposition in this study was that (a)

teachers are not well-read and prepared to teach history
and (b) Bauer's (2003) and Adler's (1984) theoretical

frameworks could provide a remedy to the ailing history
programs in the K-12 environment. The data obtained from
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the participants in this study suggested quite opposite
results: (a) surveyed and interviewed teachers were in fact

well-read and prepared to teach K-12 history and beyond,
and (b) the suggested "great books" concept of Bauer (2003)
and Adler (1984) is heavily represented in California
history standards. Thus Bauer's idea of "well-educated

mind" is technically followed.
The teacher voices in this paper, and the unique
framework in which they are expressed, conveyed their
increased understanding of biases, their role in
reproducing the next generation of scholars, and above all

their self-discovery in the process of life-long learning
that includes Bauer's literature lists.

As a result,

several themes developed as a direct consequence of the

follow-up interviews.

Although the questions asked through

the interviews were pre-designed (see Appendix B) most
teachers shared the additional information about

themselves, their students, administrators, and the nature

of their job and duties either on or off the record.
One such theme is the importance of teacher identity
through pedagogical content knowledge. Levstik and Barton
(2008), for example.
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clearly demonstrated the impact of certain key

intellectual influences, commitments, and curiosities,
both on their own character as scholars and on the

direction and development of their research. They
reveal connections between what they were thinking at
a particular time and why, what, and how they were
conducting their studies, (p. 31)

Interestingly, their discussion of their research suggests

how their studies might have been different, had they been
carried out today. The timing and the selection of the
interviews in this study echoed Levstik and Barton's

conclusions. This is different from, though equally
important to, the contemporary practice of researchers

"positioning" themselves. This process is clearly seen
through the series of interviews in this study.

All

teachers positioned themselves to answer the inquiry

questions based on their life experiences and knowledge
they possessed at the time.

This same process appeared to

mold their classroom interactions, themes, and discussions
apart from the required pacing guide standards.

In a related theme, curiosity for growth through
reading the conceptual literature included in Bauer (2003)

and Adler (1984), generated the intellectual growth and the
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reflective self-criticism seen in the interviews. Just like

Levstik and Barton (2008) who reconstructed their own

course of development as researchers, showing how the

unsuitability of prevailing learning theories and dominant
methodologies, these teachers resorted to seeking out new

appropriate approaches through the social context-oriented
theories using photographic images, videos, and biases. The
teachers in this study demonstrated the causes and effects
of decisions that distinctly affected their work and their
students. This self-critical, thoughtful orientation is
evident throughout the interviews and was supported by

beyond-average level of content knowledge, as in Ron's
historical and contextual unfolding of investigations in
his classrooms (personal communication, October 28, 2011).
What Ron created, through his own perfection of knowledge

and through his own intellectual curiosity, provided a
starting point for social reproduction of perhaps the same
curiosity in his students.

Levstik and Barton (2008) also "presented the benefits
and difficulties of several significant elements of their
work, including collaboration, international and crosscultural research, and interdisciplinary study" (p. 73).

They argue that the potential payoffs out weight the
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complications and time invested in the research. As both

the survey research and the interviews show, this crosscultural curiosity can lead to a productive and influential

pedagogy. Levstik and Barton's insights were extremely
important and relevant to all the findings and
interpretation of data in this research.

Levstik and Barton's (2008) second set of background
theoretical themes dealt with children's historical

knowledge and understanding, and the principal concern of

the interviewed teachers in this study. They argued that
even very young children: "1) can and do 'know' history; 2)
create contextualized and situated historical

understandings; 3) are capable of historical sense-making
and reasoning; and 4) are able to produce knowledge as
historical (and archaeological) researchers" (p. 78). The
teachers interviewed in this study did diverge some

information about their students, which only in a small
part (can and do "know" history) agreed with Levstik and
Barton (2008) research. The largest obstacle to become more
effective and challenging history teachers in the Inland

Empire schools was students' difficulty to comprehend
complex historical arguments, paradoxes, or even

comprehensive reading of the primary sources.
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Ron,

Patricia, Shena, and Osa all agreed that most students

entering their classes possess bleak or below basic

knowledge of historical events. What was more surprising
was the statement by Shena who stated that most 11*''' and 12*"^

graders in her classes read with 9th or 10th grade level
skills.

Lacking vocabulary and the possession of the basic

elementary knowledge of reading and logic among most
students prevented Shena from deeper exploration of the

historical themes with what appeared to be a significant
number of students.

Levstik and Barton maintained that

history teaching and learning are contingent processes,
ones in which student identity makes a difference to how

they are being taught. History education, therefore, is not
an absolute, predictable, one-size-fits-all system of
rights and wrongs, as depicted on the popular measures of

high stakes testing. All teachers disagreed with the high
stakes testing and even with the basic multiple-choice
measurements, which may not be appropriate for history

education.

Ron, Shena, Osa, and Eliza repeatedly

underlined the fact that all teaching is catered to the
tests, leaving little or no room for the narratives and

stories searched for by Bauer. Such findings, as reasonable
as they may sound to most readers, still contest the
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dominant order of history and social studies education.

A third set of findings and themes addresses history
teaching itself. Levstik and Barton make several points
that are often discounted by educational "leaders" but that
are nonetheless crucial to contemporary history and social

studies education. Levstik and Barton promote history
teaching based on the notions (shared by Bauer) that:

1) there are a multitude of good history educations
and educators; 2) learning and understanding history
is an active and dynamic process; 3) the field of
history is inherently multidisciplinary and
multifaceted; and 4) high-stakes standardized test
scores do not necessarily represent what students know

and understand about history, (p. 80)
These theoretical assumptions and Levstik and Barton's
(2008) and Bauer's (2003) findings were reinforced in this
study, which overwhelmingly found these suggestions valid.
The fourth suggestion from Levstik and Barton and Bauer

resonated passionately in this study.

Ron, a twenty plus

some years veteran, insinuated broadly, that the

standardized testing in the field of history sets the stage
for the unfortunate nature of the course (a perspective
shared by most of the teachers interviewed):
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I am sure you came across and tripped over the
standardized testing in the field of history.

If

you're looking for major problems and how to fix them,
you can surely look at testing to the standards list
that must be addressed.

It really comes down to

trivia. Tests are mostly written with low-level
questions so I ask myself, "Did I teach the right
trivia?"

I am not following the California standard

curriculum for my pre-IB history classes, as most
others do in my profession.
well on the state standards.

My students score very
I have a group of

students who understand history at a deeper level of

causality, cause and effect, and more on the metacognitive level that perhaps many don't. Sadly, the
majority of all students have to rush through two to

six chapters, and then memorize simple and meaningless
facts!

For instance, "The Schliffen Plan" comes on

the test every year, so if I touch on that topic
hoping that the students will be able to recall the
term from their short-lived memory on the test.

this is this trivia I am talking about.

So

Nothing deep

since we have no time to cover but a triviality of
memorized events that are totally disconnected from
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any logic.

Now, I have the honor students in my

classes, with whom I "unpack" the standards and look
for the buzzword "power standard" that will most
likely appear on the test.

Without much discussion

most history teachers teach towards the test, and

those "power standards!"
standard curriculum.

Now, I am not teaching the

There are some old-timers in our

district who simply don't care and set their lessons
to address only the items that will address the
release questions from the California test. Those

"power standards" help position the students before

the test to see if they can score higher than

previously and move from let's say "below basic" to
"basic" level and by that improve school's overall
standing within the district.

In fact most are

concerned with moving the students from far below
basic to basic understanding since this is the area in
which school scores the highest.

The losers are the

children who are average "proficient," and could move
to the higher bracket "advanced."

This area is not so

meaningful for the schools as the below basic-to-basic

movement and little or no time is spent addressing
good students.

If I move one student from "far bellow
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basic" to "basic" I get more of a bump in my API than
one good student from the "proficient" to the

"advanced."

So now you can see where the priorities

are and how they can be manipulated.

We had thirty 5%

of students of World History in "far below basic"

level last year and only 18% this year by dedicating
three history teachers to teach towards the test,
building a simulated or similar test to the

administered standard, and using it periodically
throughout the year.

The power standards were

addressed! (personal communication, October 28, 2011)
Ron's comments resonated throughout this study as
extremely insightful insinuating the process of

trivializing the history curriculum to the point of simple
memorization in order to pass the standards' test.

Moreover, teaching methodology became mechanized and

catered only towards the outcome (test).

Thus teaching

towards the test predominates in history classrooms! This
becomes extremely problematic and exclusive of Bauer's

concept of trivium pedagogy.

As a result, history

education is trivialized and marginalized through focusing
on one and only one objective: teaching towards the test in
order to pass the test!

To the unexamined content and
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processes involved in the K-12 schooling in California, an

average observer could point to (a) the quality of teachers
as the main culprit in the state of affairs of history
education, and (b) the general lack of use of the great
books reading list.

Both of these variables were not found

to be determining factors in this study.

It is not the

methodology of instruction, the instructor's lack of
involvement, or their pedagogical content knowledge but, as
Ron and the research instrument suggest, lack of time for
proper instruction, broad curriculum, trivia, and the

marginalization of the humanities in the K-12 environment.
These outside factors that are out of teachers' control:

the reduced hours for the humanities' curriculum, pacing
guides that sprint through the over-trivialized curriculum,

and teaching towards the test detract from history pedagogy
in Southern California secondary schools.

Thus the initial

assumption of this study that placed teachers and their
pedagogical content knowledge under scrutiny, and which was
not explicitly investigated, resulted in the greater
findings that mostly point out to the design of history
curriculum and courses and their nature of testing among
other factors—a conclusion requiring a further research.
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Limitations of Study Design and Procedures
Another set of problems that the researcher

encountered stemmed from the small sample of teachers

achieved in this study: a survey instrument responded to by
30 participants, and interviews by six teachers. A

verification (and extension) of the results with a larger
sample of teachers could be helpful for several reasons. A
larger sample could be more representative, since all

participants in this study were volunteers and the majority
held a department head position.

Secondly, the sampled

population represented the "willing and able" pool of
history teachers and missed those perhaps who were "less

willing and more unable."

Since the research questions

relied heavily on the subjects who could perhaps surface
and solidify this exact assumption, the results of this
study became heavily skewed towards the group of the
willing, the best, and brightest among the K-12 teachers in
the Inland Empire of Southern California.

In addition to a small sample and participation, which
was due in part to the methodological limitation, most of
the data collected through the survey instruments were

self-reported.

This type of data-gathering rarely can be

independently verified thus the interviews, questionnaires.
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and comments had to be considered at face value.

What may

be included in this limitation are the potential sources of
bias such as (a) selective memory of the participants, (b)

telescoping of erroneous recall of events and issues, (c)
attribution of positive outcomes to one's own experience
but negative ones to others', and (d) misrepresentations
through exaggeration or embellishment.

A possible limitation of the researcher was perhaps
the most important in this study design.

Access to

participants and organizations in Inland Empire was very
limited.

In fact, any attempt to collect data on school

premises was promptly denied by all school districts
through either written or electronic formats.

As a result

of this major limitation, all data were collected through

publicly available means of contacting individual teachers
through their email accounts at their respective districts.
This "access" limitation explains the marginally small
sample in the survey instrument.

In addition, lack of

prior research studies on this topic made it difficult to

understand issues at hand.

The exploratory design of this

study became a new research typology, where initial

assumptions were quickly dismissed in lieu of entirely new
and emerging research problems, themes, and findings.
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Findings and Future Implications

Although this study serves as a testimony to the hard
work of history teachers and their uphill struggle to

deliver quality of education, it is difficult to ignore the
systemic limitations.

This exploratory research attested

to the existence and practice of trivium and paideia
concepts among Southern California's teachers.

What limits

the desired educational outcomes in history pedagogy in the

Inland Empire schools is the overall mutual exclusivity of
the curriculum and instructional time.

Most teachers

interviewed in this study pointed out to the overall lack
of instructional time to cover the material.

In fact, all

the testimonies of interviewed teachers stressed the

systematic decreases of instructional hours in the past
semesters.

What emerged from the observations in this

study was the dichotomous relation of the limitations and

educational goals. The dichotomy of this mutual exclusivity
could be described as: the overall curriculum standards and

the "well-educated" teachers on one side, and the testing
methodology as well as lack of the instructional time on

the opposite side. With these findings, among Southern

California schools, it is almost impossible to set any
meaningful goals and corrections that may remedy the
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decaying state of history education.

How can a young adult

actively and effectively learn history of the United States
when: (a) the tests are trivialized and of grammarian
nature, (b) he or she is taught towards the tests or power
standards, (c) there is not enough time to cover the

material in a meaningful manner, (d) the release questions
from the previous high stakes tests are driving curriculum
for most teachers, (e) increasing API scores, and not

learning, is the only objective for the districts, and
finally (f) both history and humanities are marginalized in
lieu of English and math.

The qualitative interview data suggest an overall
crisis in the humanities and social science curriculum in

all measured K-12 institutions (see above Table 7).

The

dichotomy of equally opposed factors, (limitations and

outcomes are mutually exclusive), create a divergent
paradox that limits the established history curriculum and

pedagogy.

Although this study points to the consistency of

history standards and curriculum as agreed by Bauer, the
reduced instructional time and overbearing trivialization

deems the system to failure.

This failure can only be

remedied by the increased instructional time and equal
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Table 7

Dichotomy of Limitations and History Education
Existing condition
Instructional time

High stakes tests

Limitation
Reduced

Increased

Grammarian and

Not appropriate
for discipline

trivial
Curriculum

Desired outcomes

Test driven

Holistic and

literature driven

Methodology of
pedagogy

the test

Critical thinking,
reading

Politicized

API scoring and

Eliminate history

game

API

Teaching towards

priorities

Marginalization of
humanities

Needed in lieu of

Increased role to

math and English

equal importance

consideration of humanities to the importance of math and
English.

Thus, overwhelmingly, this research'

recommendations call for the increased instructional time

and non-high stakes testing methods in history instruction
among Inland Empire schools.

After all, the aims of

history education through California history curriculum in
K-12 system and the way this subject is taught,
trivialized, and limited as shown in this research, cannot

be rectified.

Perhaps, the only suggestive way out of this

systemic failure is the realignment of the curriculum
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instruction in which: English, math, sciences, and

humanities are equally important thus given an equally
adequate instructional time.

Based on the above findings and their implications,

this study further suggests the inquiry and investigation
into the wide-spread phenomena of "teaching towards the
test," into depoliticizing of curriculum and API scores,

and the instructional time limitations for history and

humanities, which became standard among the Inland Empire
district schools.
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APPENDIX A

THE "GREAT BOOKS" LIST
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The S.E. Bauer's (2003) "great books" list includes:
"Herodotus's Histories, Thucydides's The Peloponesian War,

Plato's Republic, Plutarch's Lives, Augustine's The City of
God, Bede's Ecclesiastical History of the English People,
Machiavelli's The Prince, Moore's Utopia, Locke's The True

End of Civil Government, Hume's The History of England,
Volume V, Rousseau's The Social Contract, Paine's Common

Sense, Gibbon's The History of the Decline and Fall of the

Roman Empire, Wollstonecraft's A Vindication of the Rights
of Women, De Tocqueville's Democracy in America, Marx's and
Engels's The Communist Manifesto, Burckhardt's The

Civilization of the Renaissance in Italy, Du Bois's The
Souls of Black Folk, Weber's The Protestant Ethic and the

Spirit of Capitalism, Strachey's Queen Victoria, Orwell's

The Road to Wigan Pier, Miller's The New England Mind,

Galbraith's The Great Crash 1929, Ryan's The Longest Day,
Friedan's The Feminine Mystique, Genovese's Roll, Jordan,
Roll: The World the Slaves Made, Tuchman's A Distant

Mirror: The Calamitous Fourteenth Century, Woodward's and

Bernstein's All the President's Men, McPherson's Battle Cry
of Freedom: The Civil War Era, Ulrich's A Midwife's Tale:

The Life of Martha Ballard, Based on Her Diary, 1785-1812,
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and Fukuyama's The End of History and the Last Man" (p.
180).

170

APPENDIX B

INTERVIEW TRANSCRIPTS
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October 28, 2011 San Bernardino, CA; 11:15 am-12:20 pm
interview.

Subject 1. Ron (not a real name). FILE 111029 001

Q:
What do you see as some of the major problems in how
US history has been taught in the country?
A:
I came up with sort of four different things that
strike me as a problem. First may not be a problem but I

think you have different sort of people that have gone into
the profession.

So there are the passionate historians.

Inevitably, they have this narrow field that they are so
passionate about that they don't understand that someone

else is equally passionate. And in addition they don't
realize that most students are not as receptive to their
field as they might imagine. So they are trying to teach
the teenagers who generally approach the history course as
the class they need to take. So they have a tough time
relating their narrow professional interest in which the
specialty topics, such as the rifling of the barrel was
their passion. They visited the battlefields; looked into
the cannon barrels to check for rifling or its smoothness,
and then taught this narrow passionate aspect to the
students who could care less.

So there is this disconnect:

overly passionate historian and his narrow field and

students who seem at best disinterested. But don't get me
wrong, passion is important. Lack of passion equals
boredom to most students who pick on this immediately. So
there is this fine line and in retrospect this may or may
not be a problem.

As a kind of negative side of people for an awful long
time when new teachers were hired for the social studies

position they were asked two questions: what is your name,
and what type of sport have you or are you able to coach?
What I mean here this was not a search for a PE coach but

someone who can conduct extracurricular activities: jumps,
tennis, cross country, etc. If you look historically in
the last 20 years, 50 % or so of coaching that was done in
many intramural sports was performed by the social science
teachers and mostly by the history teachers. So that is
not as prevalent today in my school district as it was when
I got there years ago. Two thirds of all social studies
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teachers were selected from the pool of candidates who
could coach sports. Thus you had a problem of coaches

teaching history and historians teaching sports.
not as prevalent today.

wide.

This is

I don't know if this is district

In our school the administration is moving away from

this type of hiring.

Now, what rules said before was that

anyone who was already hired and on the job had a priority
into the open hours thus preventing the district from
hiring a specialist: either in sports or history. So with
an exception of football and basketball the big two sports,
all other sport activities were supervised and conducted by
the social science history faculty.

So these were the

interesting dynamics where in-house faculty members were
hired to do full time coaching resulting from this
particular rule.

So these are the two poles, the extremes I believe

might be quite problematic in relating and transmitting the
history knowledge to the young adults in my district, or as
I see it.

How good is a coach whose first love is football

or basketball in teaching history?

The most prominent

attitude in my district was: "anyone could teach social

studies curriculum," and this belief was there for a long
time.

Secondly, I am sure you came across and tripped over
the standardized testing in the field of history. If
you're looking for major problems and how to fix them you
can surely look at testing to the standards' list that must

be addressed.

It really comes down to trivia. Tests are

mostly written with low-level questions so I ask myself
"did I teach the right trivia"? I am not following the
California standard curriculum for my pre-IB history
classes as most others do in my profession. My students
score very well on the state standards. I have a group of
students who understand history at a deeper level of
causality, cause and effect, and more on the meta-cognitive
level that perhaps many don't. Sadly, the majority of all
students have to rush through 2-6 chapters, and then
memorize simple and meaningless facts!

For instance, 'The

Schliffen Plan" comes on the test every year, so if touch
on that topic hoping that the students will be able to

recall the term from their short lived memory on the test.
So this is this trivia I am talking about. Nothing deep
since we have no time to cover but a triviality of
memorized events that are totally disconnected from any
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logic.

Now, I have the honor students in my classes, with

whom I 'unpack' the standards and look for the buzzword
"power standard" that will most likely appear on the test.

Without much discussion most history teachers teach towards
the test, and those "power standards"! Now, I am not
teaching the standard curriculum.

There are some old-

timers in our district who simply don't care and set their
lessons to address only the items that will address the

release questions from the California test. Those "power
standards" help position the students before the test to

see if they can score higher than previously and move from
let's say 'below basic' to 'basic' level and by that
improve school's overall standing within the district. In
fact most are concerned with moving the students from far
below basic to basic understanding since this is the area
in which school scores the highest. The losers are the
children who are average "proficient' and could move to the

higher bracket "advanced."

This area is not so meaningful

for the schools as the below basic-to-basic movement and

little or no time is spent addressing good students. If I
move one student from 'far bellow basic' to 'basic' I get
more of a bump in my API than one good student from
'proficient' to 'advanced'. So now you can see where the
priorities are and how they can be manipulated. We had 35%
of students of World History in 'far below basic' level
last year and only 18% this year by dedicating three

history teachers to teach towards the test, building a
simulated or similar test to the administered standard, and
using it periodically throughout the year.
The power
standards were addressed!

I guess you got more information than you've expected.

Q:
How do you prevent history lessons from becoming a
recitation of dates and battles and Congresspersons and
presidents?

A:
I do expect the students to know the sequence and the
timeline of events. We are looking for linkage, historical
argument, and causality. First we tell a story and then we
put it to the historical argument test. I expect them to
be able to formulate a 'what if argument based on the
story told. Causal links are important in my opinion: what
caused the event and what were the end results, could have
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they been any different provided with other known aspects
of history, behavior, or findings.

Q:
How can teachers foster critical thinking so that
students don't merely memorize a new, albeit more
progressive set of facts?
A:
I think this comes back to the same point: 'what if
test. In case of the Pearl Harbor date and event I bring
in a story, a primary source, criticism that portrays the
history in light of contradicting and speculative
information.

For instance, I show the students bits and

pieces of information that purport the prior knowledge of
the US Government and of the events that will shortly
occur. The conspiracy theory surrounding the even builds i
deeper understanding of history, the cause and effect
aspect of knowing, and ability to not only recognize and
remember the event but to get involved into a meaningful
conversation. Something else that I do for critical
thinking analysis I steel the ideas and materials from the
Sonoma State University critical thinking foundation. I
teach those concepts from the beginning.

Q:

Is it possible to be objective?

A:

No. Again, and once again by taking the ideas from

Sonoma State I do introduce a bias but I make students

realize that some events are reported from different sides
of the argument, point of view, cultural background, and
time. The primary sources are both from the accuser and
the accused so students can position themselves in a roleplaying scenario that puts them perfectly into a historical
argument. There are some allegories and examples that I
use to show the bias in reporting, understanding, and

culture.

Those kinds of things I hope bring about a deeper

understanding.

Things may not occur to a male that are

self-evident for a woman, and so on.
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Q:
In your opinion, what types of instructional practices
define a quality history class?

A;
I think we touched on this question in our previous
questions in the 'how come' and 'what if strategies. I
have couple of students in my IB diploma program that are
currently writing some extended essay projects. One of the
students ponders to address this research question: "why
did the women voting rights occurred in the 1920's and not
earlier, what brought about this revolutionary change?"
Besides the obvious, Seneca Falls conference, the

declaration of women voters, what was it that brought about
the event and such a revolutionary and systemic change.
The theory of knowledge that is simplified by the following
statement "did the men make the time or did the time make

the men" became a crucial theoretical argument in this
research. Was the time right and a little things triggered
it or was it the brilliance of the thinkers regardless of
time that brought about this revolution? This is what we
discuss in our quality classes.

Q:
What is your opinion of the use of primary sources in
your instruction?
A:
I love them. I think my first year teaching in the
United States was the World History course instruction. It
got up to the Industrial Revolution subject, and by the
way, I was teaching English Second Language as well, it was
the Jack London's story, I had my class read this. It was
a shorten version of the book. The class quickly got the
oppressiveness of the harsh conditions of the period, which
the students quickly got. It was not because they'd read
the short paragraph or two in the textbook, but this story
exactly that settled in their minds. It is interesting
that the reading program, as I understand is taught at your
university (Cal State, San Bernardino) tries to rectify

this barrier between true learning through primary sources
and writing and dry recitations from the text. History
classes and the theory of knowledge that I push are all
about the teaching, the depth of it, the critical aspect of
learning but not the simple recognition. Often teaching is
not through showing the write answer in the paragraphs of
the textbook but by leading the students to come up with
their own answer and understanding based on the knowledge
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they just acquired. Students are smart or witty and limit
themselves to look or skim for keywords in their
assignments rather than to fully understand the theme or a
problem.

Q:

What cross-field examples of sources used in class

instruction? Maps? Films? Geography? Cross-field examples?
A:
I use films, but not very many. They're short series
and obviously were not watching the entire videos in class.

One of the videos presents the finding of the mythical Troy
recorded in the Iliad. What the video provides is
something I wouldn't be able to show or present myself in
class through direct instruction. The video summarizes the
search, the historical argument behind Heinrich
Schliemann's quest for discovery. He dug up in few places

in mainland Greece: Mycenae, dug through several layers of
deposits (destroying some in the process) found few
artifacts, shaft graves, even the mythical mask of
Agamemnon. What I really enjoyed was the curiosity on
students' faces and the process of learning. So, I use
things like this. I like to use primary sources.
I also use maps or instruction although students are not
too keen on map learning. The county through its API quest
reduced geography instruction that obviously served as the
biggest disservice to history instruction.
I cannot

imagine teaching history without maps.

I really don't know

what it is those students don't comprehend maps. I am
still looking for this question myself. How can any
student make any sense of history, the Trojan War, the
Aegean, the Mediterranean without having the spatial
recognition of the topography?

Q:

Are you familiar with the "great books' concepts (see

Appendix A)?

A:
I heard of it but never got into it. I have a
comment. I see a problematic approach. I can tell you
right now: students wouldn't understand the Herodotus. I
read the Prince by Machiavelli, we read Poetics now but the

students are struggling.

As you have discovered yourself.
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some of the difficulty lies in the complex sentence
structures in Locke, Hume, and Plato. The students get
just lost in the sentences. The concept is marvelous but
the problem is the sheer volume of the material. For
instance, we read the Cave Allegory but not the whole
Republic. Since most of it is not on our power standards
we don't bother. There is simply not enough time.

Q:

Are you a life-long learner?

A:
Yes, I do consider myself life-long learner.
Currently, I am reading five books all at one time.
Currently I am rereading Iliad by Feagles, also started a
Book of Mormon, History of Papacy, which I find very
fascinating and full of contradictions, biography of
Heinrich Schliemann, which shows he was a liar in his own

diary!

So, yes, I enrich myself.

Q:
In your opinion, should history course teach logic,
reasoning, and verbal eloquence?
A:
Here is where I find the problem with the question,
am struggling with the thought and the only thing that
comes to mind is Sophists philosophy. I am looking for
clear discussion and expression but nothing beyond this
from my students. I just want a clear communication.
Speech writing or persuasiveness sits rather on the
sidelines in my short classes.

Q:

Why is there absence of a true discussion in social

studies classrooms when both teachers and students say that
discussion is very important?
A:
Two things: A good discussion is hard to do due to the
number of students. Our classes are capped at 40. You

can't have a discussion with 40 students, and I usually end
up with about 10 discussants with the remaining students
sitting quietly. This is just a logistical nightmare. I
do tokens, etc. . . . but mainly, they don't bring a body
of information to formulate the discussion. Unfortunately,
significant number of students won't read the material
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ahead of time to discuss. Simply, you can't discuss them
if you don't know anything about it, not even an opinion.
Unlike in college or any higher education, I don't have a
luxury of throwing students out, or dropping them out of my
class for not reading. We do attempt to perform Socratic
questioning models to derive answers to some questions but
that's about the extent of it. I guess, many students
approach history coming from the lecturer (me) as legit and
unquestionable. It is just because I said so that makes
things true and unquestionable in the eyes of young adults.
This really hurts the discussion in class. The teacher
must really learn how to introduce the discussion because
of this mental block among students who believe without
hesitation of what's being said in class through "I said
so" principle. In fact a widow of 9-11 victim, whose name
I don't recall, wrote this book titled "Because I said so"

that defines this dilemma perfectly. Why is my opinion,
she claimed successfully, about anything of 9-11 more valid
than anyone else opinion out there? Is it just because my
husband died in world trade center?

That to me is the

ultimately the bottom of the problem in my own class
discussions.

Q:

I am that widow.

What factors outside classroom, constrain social

studies teachers from approaching history teaching
meaningfully?

A:
Time, time, and time constraints again. History
instruction is reduced to a decimal significance in the
overall high school curriculum. The power standards, the
testing, the lack of reading, and writing skills really
hurts the overall field.

Plus, all of the above discussion

mentioned so far in this interview supports enough
information to fulfill this question.

Q:

What is the connection between curriculum (herein

defined as content) and pedagogy (instruction)?
A:
That one to me . . . the connection . . . the ability
to sell the knowledge is very important to me.
I don't
think a student will be interested in the topic if the
teacher him or herself has any enthusiasm for the subject.
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I believe there's this passionate connection between the
teachers' passions in the field and the students' interest
in the material.

There are great knowledgeable teachers who possess a talent
of knowledge but cannot relate to students at all. Some

teachers use the comments such as" "those idiots," "they
don't get it" etc. . . . but I tell you, youth hasn't

changed since I attended school, rather it is a sign of
frustration of a teacher . . . the number of students in

the room designed for only 30, the time of instruction, it
is fascinating how number of students make a difference in
class. One of my classes has only 25 students: we have time
for jokes, sideline comments, etc. My other class has 35
students, and I do find it problematic to finish the
lesson, not even counting the discussion. I often tend to
tell my students who plan to attend college: select the
smallest liberal arts college, the smallest classroom, in

which you will learn as oppose to the mega flagship
universities with 300 student lecture halls.

Q:
Can tolerance be taught? Does diversity matter how we
teach history?
A:

I don't think you can teach it. .You can encourage it

and it can happen; people can learn it.

The demographic

compositions of my classes do change the dynamics of
discussion but it is rare.

There's this movie that comes

to mind, about this teacher is south central LA who really
gotten deeply into the minds of the troubled youth, which
later blossomed in a successful pedagogical story. This is
rare, and pure luck, spotted and used correctly may become

this successful story.

The "aha" moment comes unexpectedly

and it is not something I encounter in my school.

Q:

Is field of history multidisciplinary and

multifaceted?

A:

A good class is one that takes advantage of all fields

for good analysis. Science, carbon dating, anthropology,
sociology, and economics are all important, but do we teach
all this? Certainly, we touch a bit on all aspects as we go
along.
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Q:

Do high stakes standardized test scores represent what

students understand about history?
A:

The IB testing system in my courses is rather

elaborate and expensive but fairly authentic.

This program

matches AP history curriculum that results in a research

project.

The results are sent to the graders and

evaluators around the world. So there's no bias of me

liking this or that student: that all goes out the window.
I enter all grades into the computer, which are later

verified for accuracy and validity.

I get comments such

as: too harsh, to soft, spot on, and so on. . . . It must
be some statistical validity measure that matches our and
their standards aided by the standards and other work
coming from around the world. Out of 180 students and IB
candidates who took tests our district had to foot a bill

of over $63,000. Now, certain schools are extremely keen
on recruiting IB students by offering scholarships,
housing, and other general incentives of credits. So,
there's this tremendous potential reward for all students

who do well in IB diploma (even if they do marginally well)
have a great potential and almost certainty of getting into
good college: Clemson University, University of Nebraska,
University of Tulsa.

I often get letters from all these

colleges asking directly: "send us all your IB students,
and this is what we offer."

To my surprise, I get parents

who complaint about the extra work, and stress of their

kids not realizing how much are they getting in return
through IB program. I believe that there's a general
ignorance of the IB potential not only among the students
but parents as well.

Thank you for the interview,
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November 3, 2011 Upton, CA: 16:15 pm-17:00 pm interview.
Subject 2. Magda (not a real name). FILE 111103 001

Q:
What do you see as some of the major problems in how
US history has been taught in the country?
A:
I teach world history, currently, and since I teach
towards the test it cuts off many of the activities. It is

not as it used to be when I studied history.

My memories

are full of memories of great lessons, narratives, and

stories. There is so much focus on English and Math in our
school district that all the students coming to my class
are deprived of much of social science background. I
believe this is the major problem. Time and number of
hours devoted to history is also shortened and not the same
as it used to be.

Q:
How do you prevent history lessons from becoming a
recitation of dates and battles and Congresspersons and
presidents?

A:
I don't do dates. I do time periods, chronology, or
reference to the story or general event, e.g. Christopher
Columbus.

I tell stories but we don't read books, not the

primary sources but their adaptations, secondary sources.
I turn the paragraphs into a quick write exercises for
students and they do pretty well. My basic goal in social

science class instruction is supported by the material such
as the discovery videos, which I use in format of: play,
pause, and explain the background information. For
instance, the Mongols, the Huns, and the invasions are all
fascinating for kids to watch.

Q:
How can teachers foster critical thinking so that
students don't merely memorize a new, albeit more
progressive set of facts?

A:
Role-playing used to be a good method. I could use
power standards and match them to the lessons and make kids
enjoy learning without memorization. Since the most
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interesting topics are not that prominent in the power
standards, e.g. the Mongols, or Ancient China, I tend to
rush quickly through the lesson by focusing my all energy
on the material that is usually covered by the state exam.

Q:

Is it possible to be objective?

A:
I don't think so. History is always somebody's point
of view. Look at the Huns; they didn't have a written
language, consequently they were portrayed by the Chinese
in a very negative light. But if you examine what Genghis
Khan achieved in his lifetime, and how much territory had
he conquered, it can't be hidden from the curious mind that

perhaps his deeds and accomplishments were tremendous.

Q:
In your opinion, what types of instructional practices
define a quality history class?
A:
I use dogs. I am a dog lover. The story of dogs always
engages kids. If you teach it right they do love it. I do
power points and make them do power point presentations and
mini research projects. My students are very proficient
with the presentations but it seems that google is their
preferred research tool.

Q:

What is your opinion of the use of primary sources in

your instruction?

A:
I try. Primary sources for world history are a bit
difficult to read. For instance, Magna Carta, I try to
read it but I don't think it is effective.

I use little

articles that are easy to digest and read that deal with
the nature of general world history. So to sum it all up,
I don't use primary sources.

Q:
What cross-field examples of sources used in class
instruction? Maps? Films? Geography? Cross-field examples?
A:

I have the maps around the classroom.

One of the

assignments at the end of each unit summarizes not only the
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content but also geography of the events in question.
Students do get excited with maps.

Q:

Are you familiar with the "great books' concepts?

A:
You know what? I've never heard of it. After reviewing
your list I can recognize just few but I don't imaging
using it in class. The Prince comes to mind by Machiavelli

with which we work a bit through more simplified
discussions.

I have seen some of the titles, but not read

them.

Q:

Are you a life-long learner?

A:
Yeah, I get bored super fast. I am always thinking of
new projects. . . . I guess that's it.

Q:
In your opinion, should history course teach logic,
reasoning, and verbal eloquence?
A:
I see it this way. It is we, the historians or the
English arts teachers, that teach those skills to kids.
Kids fight me, we write relatively a lot for social
studies. I know how to teach but write? I am a history
teacher and I don't teach writing skills but now we do
cover a lot of writing, transitions, compositions, etc.

Q:
Why is there absence of a true discussion in social
studies classrooms when both teachers and students say that
discussion is very important?
A:
There's not enough time and they don't have much
background to have an opinion. Very few kids will offer
some in the discussion but mostly repetitive items that I
have mentioned a day before. What engages my students is
my introduction of stories that present the history of
canines (dogs). I am a dog lover, and it seems that this
aspect of my presentations generates the most
conversations.
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Q:

What factors outside classroom, constrain social

studies teachers from approaching history teaching
meaningfully?

A:

Because I teach world history that involves religion,

I had a parent upset with me for teaching Egyptian religion
to the kids. We have those groups of Christians that don't
want their kids exposed to any religious material. Most
parents are either ignorant of history, history of
religions, and themes of corruption in Christian church, or

they just fear of the unknown, which is very evident in the
students' reactions. They just have those blinders,
(laughter). I get some phone calls and emails from

parents.

They just have the blinders . . . and we can go

on and on.

Q:

What is the connection between curriculum (herein

defined as content) and pedagogy (instruction)?

A:
I think that different content should be presented
differently. I try to create pictures in their mind. I

like pictures. If they like me they like the subject and I
think this is perhaps a good answer to this question.

Q:

Can tolerance be taught? Does diversity matter how we

teach history?

A:
I think tolerance should be taught by example any
place everywhere. In history there are plenty of examples
of intolerance. Thus students recognize the lessons and
their values. Overall, I don't have a problem with
tolerance in my classes but the area is pretty homogeneous.
Our kids are pretty good. The area is mostly white. It is
a middle-upper socio-economic area.

few kids on the reduced lunches.

It is a nice area with

Our kids they are pretty

good, and if something happens, I have them at my desk.

Q:

Is field of history multidisciplinary and

multifaceted?
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A: Again, politics I tend to stay away from. Most of the
people here are republican, which makes my life
interesting. Our town is perhaps more republican with an

exception of educators! I am definitely a minority in my
area and school. Our school is divided into teams and the
anguage arts program is my concentration but not much more
IS involved from other areas. I think you can combine
social science and language arts into one area and use our
material inter-changeably.

Q:

Why not?

Do high stakes standardized test scores represent what

students understand about history?

A: Narrative is more important. Do I want to grade it?
No, and obviously the multiple-choice tests are used more

frequently (laughter). The benchmarks, which I help to
write touch on the power-standards towards which we focus

all of our energy. We (myself and other teachers) write the
questions that best address the power standards. The state
test IS a different thing, i don't see it, and can't see
It. Most power standards address the areas of content
included on the state test and that's why we focus so much
energy to teach perhaps towards the test. Our school's 800
score in API positions us well among the districts.
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November 5, 2011 Riverside, CA: 11:30 pm-12:15 pm
interview.

Subject 3. Patricia (not a real name). FILE 111105 001

Q:
What do you see as some of the major problems in how
US history has been taught in the country?
A:
I think that history, with the way that the California
standards are set up (is what drives our education, ...and

all kids have to know this information, how they
communicate, think), is very informative.

All kids are

subjected to the same standards, and while they are taught
on the test they are rarely included in the class

discussions. Even I sometimes don't really have time to
dwell on some of the interesting aspects of history for it
is counterproductive and meaningless when compared to the
power standards' assessment. For the vast majority of
teachers the emphasis is on the subject matter content but
not thinking! I have this many days to teach this set of

standards, and there is simply not enough time to go over
all of the material in the meaningful fashion.

Q:
How do you prevent history lessons from becoming a
recitation of dates and battles and Congresspersons and
presidents?

A:

I don't make my students memorize dates at all.

You

must have a context, a time frame, and you don't have to

absolutely know that Reconstruction ended in 1877 although
we talk about the dates and review them, but I emphasize
the greater context of the theme.

We look at the articles

from 1892 Harper's Magazine and look at cartoons, articles,
and comments that land the students in the general theme.

So what is going on in the 1892? How have things changed
and how are they presented in 1892 as oppose to earlier
dates? But I am, in my pedagogy, perhaps different than
most.

All AP history teachers do this and follow the

standards (including dates and primary documents), however
others don't at all.
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Q:

How can teachers foster critical thinking so that

students don't merely memorize a new, albeit more
progressive set of facts?

A:

I think this is a good question. Are you familiar with

Sam Weinberg out of MA program at Stanford called Stanford

History Education Group that produced a great number of
lessons ready to be used in the classroom.

Publications

such as: read like a historian, research like a historian,
etc.... Our district is in the 7th year of the federal
grant of teaching U.S. History and closely connected to
this Stanford Project. They (Stanford) have modified the

documents to be easier to read,
school students, and understood
of the secondary students. The
explained in the glossary or at

to be analyzed by high
by the general population
language is kept but well
the bottom of the document;

there are explanations, and well-adjusted font.
them but modify these documents for my classes.

Q:

I do use

Is it possible to be objective?

A:
It's a loaded question. The obvious question is no.
Everybody is their own sensor, through their own

perception, lived-in experience, and I am sure you've read
Peter Novak...so, is history really representative of
everybody? Is it possible to understand and present the
material so many understand it? Perhaps.

Q:

In your opinion, what types of instructional practices

define a quality history class?

A:

We have touched on it a bit already.

I use the DBQ

project out of Chicago (teachers' project and a non-profit
organization), which generally takes the AP structure of

instruction and emphasized the document based question
routine that must be answered through written essays and
the outside source research.

They try to make the DBQs for

all students to be available, and not only the AP students.
The general perception that only AP students should

practice DBQ is heavily debunked by the Chicago Group.
Although writing is involved, we don't use much MLA, but
develop a standard five-paragraph essay based on the three
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general themes overarching the great general question
through well-researched road map and primary/secondary
sources. I use it to make them understand basic qualities

of history writing that is different than English essays.

Q:

What is your opinion of the use of primary sources in

your instruction?

A:
Yes, I do use them a lot. In fact, I cannot imagine
teaching history without the involvement of the documents.

Q:

What cross-field examples of sources used in class

instruction? Maps? Films? Geography? Cross-field examples?
A:

I do use the power point presentations, documents,

videos, and somewhat limited discussions in my classes.
Depending on the theme I use maps too to aid the general
orientation and the overall background knowledge for the
students. For instance, our Civil War segment or unit
involved many maps of Virginia, East Coast, etc.
Generally, I use documentaries like Peter Jennings series
on the 20th century that introduce our unit, which students
really like and comment that it is very helpful as the
introductory tool.

Q:

Are you familiar with the "great books' concepts?

A:
Not really, not that I can recall. Oh, upon looking
at this list I can recognize that most of those show in our
standards. I am familiar with just about all of them.

Locke's, and The Reasonableness of Christianity, Rousseau's
The Social Contract, Paine's Common Sense, Marx, A
Vindication of the Rights of Women, and The Souls of Black

Folk I didn't read with my class but used it. The Democracy
in America by De Tocqueville is part of my standard. Some
I honestly haven't heard... The Longest Day by Ryan? No, I
am not familiar, and not sure if I'd enjoy it since I am
not a military historian.
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Q:

Are you a life-long learner?

A:

Yes, I am. I read a lot, and improve my skills with

any chance I get.

Q:

In your opinion, should history course teach logic,

reasoning, and verbal eloquence?

A:
I think that your question can be answered yes and no.
Whether it should? Yes, I'd say it should teach logic and
verbal eloquence. But, does it happen in our instruction?
I would say no, or, at a very limited level. Now, most AP
classes do use this type of pedagogy more than the standard

history classes.

And, also, the parental background and

home conversations at the dinner table have a lot to do
with the level and skill of students' verbal abilities.

I

cheer for students who struggle yet; they are able to
formulate a good verbal argument.

Q:

Why is there absence of a true discussion in social

studies classrooms when both teachers and students say that
discussion is very important?
A:
I think it goes back to the time factor. I think that
the lack of the foundation knowledge limits students from
formulating any kind of opinion. In the course of the
semester we review the material that most students had in

the 8th grade! As you see, for most students the review is
actually relearning of the material, which I teach. Before
all the students become somewhat sufficient in the material

we are out of time and the discussion is impossible.

Q:

What factors outside classroom, constrain social

studies teachers from approaching history teaching
meaningfully?

A:
Absolutely, there are many things during the day the
pull from what we need to do in the classroom. Halloween,
school rallies, sports are very distracting. Yesterday was
one of those days. It was raining and they come in, they're
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sliding their shoes on the tiles, geetering, talkative
about the rain, etc.

Also, I think it is more than that too. The socio-economic

status, and the discussions around the dinner table play a
huge part on the success of the student. The expectation
of "you are going to college" is engraved in students'
minds but it mostly comes from home.

It doesn't mean that

those from higher socio-economic are necessary smarter than
those from the lower socio-economic status.

The

expectations, their view of their future, the teacher it
all play huge impact on students' success.

Q:

What is the connection between curriculum (herein

defined as content) and pedagogy (instruction)?

A:

I think the pedagogy oftentimes depends on my

resources, and I do have resources for all different areas.

I use the 20th century videos by P. Jennings, which I use
as my secondary source for introduction of the sections.

don't have such videos for other topics of the course.

I

The

reason why DBQ from Chicago and the Stanford projects are
important for me is because all the hard work has been

already done by collecting, digesting, and preparing of
instructional material. All I have to do is to apply the
material to my class.

Q:

Can tolerance be taught? Does diversity matter how we

teach history?

A:
I think that the only way the tolerance or intolerance
can be taught is through teaching. We can become tolerant
or intolerant of others is all taught from teachers,
parents, society.

Q:

Is field of history multidisciplinary and

multifaceted?

A:
History is dealing with people and what people do. If
I'm teaching the scientific revolution I need to bring a
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little bit of science to ray lectures. Now, ara I good at it?
Not really but we "google" raany things if needed.

Q:

Do high stakes standardized test scores represent what

students understand about history?

A:
I think definitely, but not the way perhaps they
should. Over the years raany tests have changed for better.
The questions are no longer the raultiple choice in its
entirety but do include passages and appropriate
corresponding questions that ask for critical thinking,
analysis, cause and effect, etc. These questions are based
raore and raore on the Bloom's taxonomy. These are the
critical questions, and I have noticed over time that our

district's U.S. history grant impacted positively the
scores and level of how history is taught in our school.
What I do for ray U.S. History students, I give thera a
genealogy project that requires interviewing of people in
their family through direct lineage. No uncles and no aunts

allowed. Then, we talk about how could the students get the
information on family members who passed away. The
research and asking about the ones from other members

builds a family history that is very memorable, yet, it
shows the history in the making: research, primary
sourcing, interviewing, stories, and combining stories to
get bigger picture.

Another project that we do is the

veteran project. We invite about 200 veterans to schools

and our juniors take time to interview these people than
write stories, videos, etc.

Some later reactions from

widows, for instance, are so thankful for these projects
because this is usually all they have after the deceased
husband. Students are so proud of these projects, and
often comment that: "this was the best thing I have done in

this high school." So these projects represent history in
the making and stand far away from the dull book passages
on wars, battles, and biographies.
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November 7, 2011 Rancho Cucamonga, CA: 16:30 pm-17:20 pm
interview.

Subject 4. Osa (not a real name).

FILE 111107_001

Q:
What do you see as some of the major problems in how
US history has been taught in the country?
A:

I think, with the state standards, all is thematic.

Because it (history) is traced thematically, students learn
ancient Greek history, then, they jump to Roman time, and
they don't pick up to Magna Carta, etc. . . . So in a

normal, non-AP class, kids jump and they easily get
confused. Often there's no chronology but encapsulation
and packaging. The AP is totally different. Now, in
California, everyone needs to follow the standards. To me,
students are missing variety of material, the worldview and
context, and the idea of encapsulation of the material

creates difficulties in teaching and in understanding.

Q:
How do you prevent history lessons from becoming a
recitation of dates and battles and Congresspersons and
presidents?

A:
From my experience and books (mostly AP) the scope of
study begins with Paleolithic "Big History" . . . that is
the publication of "Big History" C.S. Browne text that
pretty much designed my course: Big Bang, the global look
at ancient Chinese civilizations, Japan. So, we do

specialize but very broadly. We don't go by dates nor we
remember them besides the obvious, e.g. 1453. We often look
at big picture by theme, by dynasties in case of the

Chinese history that bring dates and chronology but not
trivia. Students know their bearings in time chronology
through surrounding stories, primary sources, and dynasties
but not exact dates.
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Q:
How can teachers foster critical thinking so that
students don't merely memorize a new, albeit more
progressive set of facts?

A:
I like a lot of writing. Last week we finished
Eastern and Western Europe and I asked my students to
compare the feudalism, Byzantines, centralized v.
decentralization after the fall of Roman Empire in a

written exercise. Similarly, we analyze the Aztecs, Mayas,
and Incas and put them through the same scrutiny. I think
writing and asking good essential questions in very
intuitive and analytical. For example, we just finished
Islam, and the fact that they conquered Spain; how did the
Spanish view the conquest and how was this event viewed

through Muslim sources.

We tend to debunk the mythology.

For instance, the women' rights and Islam and how the
concept has changed through time. How is it viewed today?
I wish I had more freedom to explore topics deeper and if I
were in charge of standards for California schools, this is
what I would change.

Q:

Is it possible to be objective?

A:

Well, I agree that some people do cross the line.

think Zinn, Schweikart cross lines.

I

I would hope for more

neutral approach to facts and with less opinionated
narratives. For instance, we are reading "Melinche,"
"Trial of Genghis Khan," and "Pax Mongolica" so students do
get the well-rounded idea of events without special lenses.
And this is what I encourage.

Q:
In your opinion, what types of instructional practices
define a quality history class?
A:

You mean the things we're just talking about? I

believe that reading and writing is essential, you need to
think to write, thus more writing the more thinking. For
instance, tomorrow we're working on a Japanese narrative
that portrays the Japanese aristocratic class. In my
opinion, if students must create a narrative from their

readings they will remember more. Essentially, it is the
Bloom's taxonomy, and its application that positions our
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students in top tier of thinkers.

Our district works well,

and our students' scores are reflected in our districts

desire to do better.

Now, all districts are semi-

independent so the scores vary.

My tests are reading tests to which students prepare by
reading the material at home and answer the questions in

class. One of the memorable exercises involved comparisons
between medieval European knights to Japanese samurais.
Our DBQ materials contain pictures as well as the visual

aids such as the power points that I use in my class
instruction.

Q:

What is your opinion of the use of primary sources in

your instruction?

A:

This is a huge importance.

Students need to get used

to reading of very difficult passages to avoid the trivia.

They need to prove that each document is a trust-worthy
document. I make my kids analyze the primary documents to
see if they are bias, self-serving, objective. . . . In

this way, they develop a sense of knowing through examining
the documents.

Q:

They don't just simply believe but think.

What cross-field examples of sources used in class

instruction? Maps? Films? Geography? Cross-field examples?
A:

I have an amazing series of videos called Millennium

by CNN not Jennings, with a thousand year history that fits
my collection of primary sources. Now, my students in AP
history must know maps. When asked for East Asian
countries, they must visualize the map and the countries on

it in order to provide.

We do anthropology, biology, big

history, etc. For instance, we study J. Diamond's
publications to illustrate the faith and history of
civilizations.

Q:

Are you familiar with the "great books' concepts?

A:

No.

After reviewing this list I can state that I am

very familiar with the texts. Now, I am a history major,
most history teachers are not history majors so I can see
how this list may not be familiar.
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More and more districts

desire its social science teachers to teach: psychology,
history, political science, history, philosophy, economics,
geography, etc.

I am very happy with my teaching assignment of AP history
and economics.

Now, I have enough ECON credits from

college to qualify to teach economics courses.

But you can

see how some may find this list unfamiliar.

This is my new course syllabi and the course contents with

such details of amazing stories: waru waru agriculture,
Tong Chinese dynasty, paper printing and scripts. What is
interesting, the standards and this curriculum make me look

up stuff and read upon it constantly.

The way I feel, they

pay me for my hobby and professional development.
Q:

Are you a life-long learner?

A:

Yes.

Q:

In your opinion, should history course teach logic,

reasoning, and verbal eloquence?

A:

I teach sophomores and I see a tremendous growth in

young people and their improvement.

Now different kids

learn differently; some are acoustic, some read, and some
must see things printed on paper in order to process them.

So the question really depends on students' approaches and
how they assimilate knowledge. My AP students score
excellently on all tests and above the average. I feel
like I am coaching, pumping them up, and I do make them
realize that reading four chapters this week is essential

towards their track and standing.

I don't have a luxury of

selecting the material for the test, the test is

administered to us and if we're not ready? AP students get
8 college credits for passing the test. This is great.
For about 75 students 35 pass, which is great since the
test average is about 48-50% pass rate.

Q:

Why is there absence of a true discussion in social

studies classrooms when both teachers and students say that
discussion is very important?
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A:
Like my comment and my AP students they have to do the
reading a night before in order to be ready of my test. If
you're in a regular class, the kids don't read anything.
Lot of students with questions come to me but most get it
completely, e.g. Peter Stern's reading was a complete
success in my recent class.

Q:

Students know the routine.

What factors outside classroom, constrain social

studies teachers from approaching history teaching
meaningfully?

A:
I have a student, a rape victim, who went through hell
and back so we can't control students' lives. By the way,
the student mentioned is amazing. Things like economic

situation, domestic violence, and home situations affect my
teaching style or discussions.

Q:
What is the connection between curriculum (herein
defined as content) and pedagogy (instruction)?
A:

I just read an article on this exact issue that

mentioned: patience, kindness, dedication, etc. . . . So,
in my opinion, my approach, my kindness, dedication, and

passion for the course and history dictates my pedagogy. I
often hear that some teachers make students read a chapter
after which not much happens. This destroys the chance of
deliver of proper and centered pedagogy that uses student
to teacher attention, interest, and passion.

Q:
Can tolerance be taught? Does diversity matter how we
teach history?

A:
We are lucky in our school because our student body is
very diverse and students pick up on it. We have many
homosexual students and most kids are very open-minded
about this. Although our district tends to be very
conservative, I am not, and most teachers in my department
are liberal. So, I do teach tolerance through examples, and
as you know, there are plenty of them in history.
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Q:

Is field of history multidisciplinary and

multifaceted?

A:
We do science (in helio-centric, geo-centric
theories), anthropology and biology as in Jarred Diamond's

"Collapse." Do you know how difficult it is to get into
his class at UCLA? Cultural aspects, economics, and
physics are mentioned and examined in class to the best of
my abilities.

Q:
Do high stakes standardized test scores represent what
students understand about history?
A:

No, I don't think that a test can do the justice.

People teach towards the test, however. If we're in program
improvement, we need to improve our test scores otherwise

the state will take over the school.

I remember long time

ago, teachers did the amazing projects that defined their

interests and their depth of historical analysis that
involved students. Now, due to standards, all themes must

be addressed and essentially taught towards the expected
test. I think this is terrible, the NCLB is terrible, and I
don't think that Obama's program is good either. Now, in

the past a teacher could teach ancient Egypt all year
without accountability. Truly, history should be wonderful
but not a mechanical jump from theme to theme.
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November 9, 2011 Perris, CA: 15:45 pm-16:30 pm interview.

Subject 5. Eliza (not a real name). FILE 111109_001

Q:
What do you see as some of the major problems in how
US history has been taught in the country?

A:
Not so much now but when about 15 years ago and when I
was going through high school history it was all dates and
facts. There was no critical thinking, causation, and
effects and not until I entered college I was faced with

the primary sources, accounts of people who lived during
time. Also, when people teach the course of history in a
very impersonal fashion and without that passion, students
tend to drift away. So I think that this teachers'

enthusiasm does play a role and often does not come through
in a classroom especially in classes of those teachers who

are just about to retire. Perhaps, this was the way they
were taught.

Q:
How do you prevent history lessons from becoming a
recitation of dates and battles and Congresspersons and
presidents?

A:
I actually have my kids to learn key concepts. For
instance, today we were talking about the "Lost Generation

of Writers," which introduced my new chapter. I don't teach

dates and trivia but instead I tell history as a personal
story. We do role-playing, which becomes more personal and

gives them some critical thinking skills. Now, the process
is not immediate and varies from AP history course to
general history classes. Some students are very motivated
knowing where they're heading. But than again, some
students are lost.

Q:

How can teachers foster critical thinking so that

students don't merely memorize a new, albeit more
progressive set of facts?
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A:

I think it is all in how you create the lessons.

On

some days students realize that this may be a lecture day
but I get them involved in questioning. Another way is to
do a written assignment to support standards but at the

same time we do touch on the critical thinking.

In my

history class, which may or may not be indicative of other
teachers, I do incorporate the literature of the time

period. Next week, my class will be reading the poetry by
Langston Hughes, and analyze the common themes of Harlem

Renaissance. Now, it really depends, some teachers
introduce other books like: "All quiet on the western
front" or "Heart of Darkness" by Conrad in the honors
history class. Teachers can't really go into their own
passion details since the power standards dictate your
pacing in class. It certainly leaves some gaps in
students' understanding of history. It also doesn't allow
for much time to touch upon other themes. We know
generally, which themes tend to appear on the state test

and we must focus on them perhaps longer than a personal
preference would allow. You don't have teachers teaching
Civil War for half of semester any more as it used to be
since that aspect of history may not show but on just few
questions. The pacing guides are designed, especially in
my school, that allow my principal to know exactly what is
taught in each class on the particular day. Thus, when she
checks, we teachers, should be prepared.

Q:

Is it possible to be objective?

A:

I try to prepare and present both points of view,

which is hard.

Some kids in class comment to me that I am

not bias, which is a great indicator to me. In my
economics class I play a role to purposely reveal the other
side of an issue for students to realize. It often works.

My kids this year are quite opinionated and initiate
discussions.

Q:

In your opinion, what types of instructional practices

define a quality history class?

A:

I think it just has to be various types of

instruction. All students learn differently so I do adjust.

200

Over the years, I learned what works best, for 17 year olds
lecture works the best. Youngsters in grades 9 and 10 tend
to focus more on the pictures, stories, bullet points, etc.
I use power point presentations. Few years ago, Arnold
Schwarzenegger and Richard Ruben, former mayor of Los
Angeles, visited our school, which made students' day.
This visit spun quite a few discussions, which otherwise
would not have happened. We also have a school board member
who ran for congress and often shares his views and his

experience in our social science classes.

Arranging for

any additional people is rather troublesome.

Q:

What is your opinion of the use of primary sources in

your instruction?

A:

Excellent. My AP classes use them from the get-go.

Since we're teaching towards the test and the testing is
expensive and about $80 per test, we use many primary texts
for DBQs. We constantly ask students to analyze the texts,
why, what was the reason, what was the result? Etc.

I

don't use too many primary sources in my general classes
but I do introduce graphs, maps, pictures, and cartoons.
It is often frustrating to read difficult passages with
students who barely pass English.

When I attended college all our textbooks were the primary
source documents, which gave me an excellent foundation in

history understanding that in turn I tend to pass on to my
students. I am essentially socially reproducing a younger
generation of me!

In addition, the students today are the iPad generation. To
illustrate this as my dilemma, I was talking about a
phonograph, which students had a difficult time picturing.
Imagine some of them haven't see the a-track, cassette

players, or even CD players let alone a phonograph!

Q:

What cross-field examples of sources used in class

instruction? Maps? Films? Geography? Cross-field examples?
A:
For US history, we use: letters, congressional
letters, cartoons from Harper's, Smithsonian pictures and
even patents copies. Maps are a bit problematic. Some
kids in my class are worldly but some had never been to LA!
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Maps are used but I often wonder if the students get them.
How to read a map is tested in our school but not where

things are on this map.

I think students find maps very

problematic.

Q:

Are you familiar with the "great books' concepts?

A:

No, . . . I see, is this the literature list?

It

rings a bell. Oh yeah, we do read "Prince," "Social
Contract," "Common Sense," . . . oh yes, most of the texts

on the list are covered either in our US history, AP
history, or world history curriculum.

Most of them are

familiar to me.

Q:

Are you a life-long learner?

A:
I think so. I think that I am. I am a history geek
always looking for new ideas. As a teacher, I must hone my
craft, and I attend conferences often. Perhaps, PhD may be
in my future but it is too soon to tell.

There are

different ways of becoming a lifelong learner.

Q:

In your opinion, should history course teach logic,

reasoning, and verbal eloquence?

A:
I guess, it really truly depends on what do you mean
by logic? I am so happy when kids can just tell me the
concepts in their simple language.

Of course, I'd love to

have kids who could sound eloquently while speaking of
history. At the level, I think it is important, but until
it becomes a standard, this will not be a priority in our
schools. This may sound horrible but that's the reality.

Q:

Why is there absence of a true discussion in social

studies classrooms when both teachers and students say that
discussion is very important?

A:

My kids discuss a lot and at times I would hope for

them to just shut up.

The sidebar conversations occur in
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my classes but some teachers don't allow for it since it
may sway the class to the uncomfortable themes. I can see

that some teachers often avoid this.

Just recently, I

played a video that themed 1920s Jazz culture in one of my
classes.

One of the actors appeared black but wasn't

black, which spun a conversation that touched upon race
issues in American culture. Some students immediately
mentioned a similar 2G00s blockbuster movie "Tropic
thunder" that featured a white actor playing a black man.
It was interesting and I could handle it but I am sure many
teachers would have been uncomfortable explaining.

Allowing that type of freedom is very discouraged.

Many

principals are against any videos or controversial material

being exposed.

These men, and I say men on purpose; tend

to be from the older generation, and who are more of the
administrators than educators.

Q:

What factors outside classroom, constrain social

studies teachers from approaching history teaching
meaningfully?

A:
Politicians . . . In fact, people in the education
department and administrators place these unreasonable

demands on teachers to perform or to have students perform
regardless of their individual shortcomings by 2014. Many
of these leaders never taught before and they just don't
know. It seems like an assembly line. It is not teaching,
it is pacing hoping that kids are pacing along. Similarly,
teaching towards the test is wrong since all there is
achieved is the score. Test phraseology is also an issue
and may be misunderstood by students. Last year's test was
very good.

Q:

What is the connection between curriculum (herein

defined as content) and pedagogy (instruction)?
A:

At my school, on every Tuesday, we meet with all

history teachers within our learning community to make sure
that we pace at the same rate. We create common tests,
discussions, and concerns.
personally mix it up.

We share ideas with others so I
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One of the greatest tools that we all use is Peter Jennings
history video series as well as the History Channel's "The
Presidents" series that really works with introduction of
each material segment.

Q:

Can tolerance be taught? Does diversity matter how we

teach history?

A:
I think that it can. When I first started teaching in
the Bay Area, where all kids were very diverse, teaching
tolerance was as normal as teaching math since everyone was
living it. Moving to Norco, CA created a bit of a dilemma.
During my first week I battled a student who blur out that

someone "Jew" somebody, or that this or that is "gay," and
there I stop it and explain the terms. Often, I see the
immediate change in students who corrected feel a bit
ashamed.

Q:

Is field of history multidisciplinary and

multifaceted?

A:

Absolutely it is.

closely intertwined.

Language arts and history are
We often meet and connect our

curriculum requirements, reading lists, and writing
assignment to complement each subject. Apart from arts,
physics, psychology, and science is mentioned and

referenced here and there.

For instance, Freud, and Albert

Einstein.

Q:

Do high stakes standardized test scores represent what

students understand about history?

A:
Yes and no. It does provide a good survey of
students' knowledge but I think many struggle with
standardized tests, especially the EL students. It is

definitely not the measure of their intelligence yet it is
all made out to look that way. In the era of overwork and
constant lack of time, the multiple-answer tests are easier

to grade and to get data from but the essay inquiry exams
work better in history environment.
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November 15, 2011 Claremont, CA: 16:35 pm-17:15 pm
interview.

Subject 6. Shena (not a real name). FILE 111115 GDI

Q:
What do you see as some of the major problems in how
US history has been taught in the country?
A:

I think a lot of the problem originates in the

memorization and trivia that goes in the history learning.
And also, the process of preparing students for CST

involves no skill but trivia alone.

I am only teaching for

about 3 months and this is what I have observed so far.

So, I feel, that in my school we are very focused on scores
unlike a friend of mine who teaches at Davis, and who tells
that his principle is not focused on scores at all.

Q:
How do you prevent history lessons from becoming a
recitation of dates and battles and Congresspersons and
presidents?

A:
I try to bring in a story to learning. Today, I showed
my class different perspectives on the Treaty of
Versailles, but this involved so much work on my behalf.
In fact, this type of exercise is appropriate for grades 11
and 12, but my lOth grade classes cannot even understand

certain terminology, such as: "social," "political,"
"perspective," etc. So, I do have to go really slow.

Q:

How can teachers foster critical thinking so that

students don't merely memorize a new, albeit more
progressive set of facts?

A:

I think providing multiple perspectives and relating

to students lives helps me to turn history into a
narrative. I also utilize role-playing and games. For
instance, a question of organization of government turned
into a well-designed role playing in which students were
told to imagine that they were on the deserted island and

needed to organize some sort of leadership hierarchy. This
was really helpful and complemented the lesson on politics.
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Q:

Is it possible to be objective?

A:
No, not at all. But this is why I love history.
Whether kids understand this fact is another story. It
sometimes scares me since they believe me so much and don't

detect any bias.

I often compare the events according to

different sources and sides. For instance, the Boxer
Rebellion is presented from the US and Chinese side and
derives to totally different conclusions. I am not sure if
they are able to distinguish this abstract idea.

Q:

In your opinion, what types of instructional practices

define a quality history class?

A:
I really like using primary sources. I always want to
give them the primary source to read and to analyze but
then I catch myself thinking: "they don't get it." There
are so many different learners in my classes and often
those texts are very heavy. Since I have a lot of EL and

low performing students I need to step a notch down, but
then I feel bad for watering down the curriculum. So I
experience this dilemma.

Q:

What is your opinion of the use of primary sources in

your instruction?

A:
I like it and I always try to use it few times during
the unit. Often I have to break the source down, highlight
the material, and re tell the content through my own
analysis. Otherwise, students automatically fall into this
"I can't do it" mode.

Q:

What cross-field examples of sources used in class

instruction? Maps? Films? Geography? Cross-field examples?
A:

I really haven't done any films.

I use a lot of

pictures to describe the mood, content, and knowledge.

I

don't use much political cartoons purporting sarcasm since

they don't get it and I find myself laughing alone.

I try

to use maps. When I introduced maps, especially my own
maps from school depicting Europe with its cities, rivers.
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mountains etc. . . . students found it very difficult to
digest.

Teachers in my school advised me not to use them

since they are beyond my students. I grew up in Irvine, CA
where most kids go to college, travel, and experience the
world so it is quite frustrating to see such gaps. Some
kids couldn't point to the United States, or tell a

difference between Europe and Africa on the world map!
Some kids didn't know that San Francisco was in California!

Now, geography is optional and it really shows how this
knowledge lacks and how it is interdependent on other
courses like mine.

Q:

Are you familiar with the "great books' concepts?

A:
No, but after reviewing the list I am very familiar
with many of the literature titles. In fact, I am familiar
with a lot of these on the handout. We go over some of
these titles but not all of them.

Q:

Are you a life-long learner?

A:

Yeah, otherwise I get bored.

I am only 23, and I have

a master's degree. I am into politics, and I like to read
and learn more about history. I would consider a PhD or

doing something but I am not sure what.

For now, I just

want to relax on the beach. Teaching is hard.

Q:

In your opinion, should history course teach logic,

reasoning, and verbal eloquence?

A:

Of course it should teach how to think critically. I

think my kids are being kids and often are very illogical
but perhaps this is a sign of immaturity. My school is
title 1 school, but I love my students, but I am not sure

if they do learn in terms of these skills. I have pregnant
kids in my classes, two in fact, in 10th grade! There are
some drug problems among some of the kids.

Last week some

weed was found on one of the child, who admitted, and
parents were contacted, some suspensions initiated.
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Q:

Why is there absence of a true discussion in social

studies classrooms when both teachers and students say that
discussion is very important?

A:

Time! It is horrible. I have to teach my students five

times differently in order for them to learn one standard.

Most of the kids don't do any homework at home so they
cannot truly discuss the material and knowledge they don't
have. Also, a lot of kids haven't been taught how to
discuss, how to read effectively, how to write. We don't
do full essays but short paragraphs or quick writes. A lot
of kids don't speak English well, let alone write.

Surprisingly our scores are growing year by year from about
450 10 years ago to 720 recently.

I think teachers kicked

in to gear, and became accountable for how and what they
teach, and that made a difference.

We have also introduced

a DBQ like projects that present a passage and follow with
the critical thinking questions.
I am trying.

Q:

I have about 180 kids and

What factors outside classroom, constrain social

studies teachers from approaching history teaching
meaningfully?

A:
Time. Kids don't just show up for school. Tardiness.
Prep-rallies take too much time. Politics perhaps of what I
can or cannot say.

Perhaps, lack of sleep since I work so

much.

Q:

What is the connection between curriculum (herein

defined as content) and pedagogy (instruction)?

A:

At this point I follow a similar pattern: lecture,

pacing guide, power point, textbook, and standards. I am
quite new to the profession so I don't divert from the
design and standards.

I do introduce an article or two

here and there but I also try to pay more attention to the
text and what and how it paints the history. This is

something I am discovering just now. I teach US history and
World history but it really should be called US and
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European history but not world!

Real world issues tend to

be absent in the standard curriculum.

Q:

Can tolerance be taught? Does diversity matter how we

teach history?

A:

I hope so. I hope that the Holocaust will be a good

unit. I think that social studies classroom is such a great
platform to teach tolerance. I think it could be taught.
In our pre-write at the beginning of the course, I asked

the students to write down what they are excited to learn
about in this class. Most came with a pre-existing
knowledge of Hitler and Holocaust, which was positive and
very surprising.

Q:

Is field of history multidisciplinary and

multifaceted?

A:

I don't but I would love to talk about science,

technology, chemistry, etc. I am fairly new so my
experience and skills don't allow for such a leap just yet.
My department collaborates with English on content, essays,
writing schemes but that's just the extent of things.

Q:

Do high stakes standardized test scores represent what

students understand about history?

A:
I haven't seen the scores yet but I used the CST
questions and I believe that they reflect students'

abilities.

They reflect their study habits perhaps but not

abilities of what they could achieve.

Seems like the kids

have so much going on at home that the history class I
teach becomes really an afterthought. Some kids were

discussing the gunshots, and guns they've been around that
really add to this perspective.

Often, I believe that kids

are pushed through grades although they shouldn't since
they lack so many skills. Finally, when they end up in 10th
and 11th grade it is often too late. Scores perhaps reveal
this problem as well as the study habits.
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SURVEY INSTRUMENT USE INFORMED CONSENT FORM

PURPOSE:

The purpose of this exploratory study is to discover how the courses of Western Civilization, World

History, and the United States History are taught in Southern California secondary schools. At this stage of
the research the study of Western Civilization course instruction will be generally defined as an exploratory
and investigative inquiry involving the interviews of the Western Civilization and History faculty, their course
offerings and syllabi content analysis, and the overall teachers'course content preparation and knowledge.
The study involves the observation of instruction in up to five populations all identified as high schools
located within Southern California School Districts. The aim of this exploratory research is to determine the

extent to which traditional grammarian instruction in Western Civilization and History could be remedied by
the introduction of the paideia and the "great books" concept approaches defined by Susan W. Bauer
(2003). Further, the assessment will focus on the instructional quality, use of the primary sources and
literature, as well as the application of trivium of grammarian, dialectic, and the rhetoric concepts in teaching
history as well as the Bloom's(1960)taxonomy model.

DURATION:

The completion of this survey instrument should take approximately thirty minutes.
PROCEDURES:

The participant will receive an anonymous survey containing approximately 50 statements which
ask the participant to indicate whether he or she strongly agrees, agrees, is unsure, disagrees, or strongly
disagrees with the statement on the scale from 5to 1. Nine additional open-ended questions require a
narrative response to be completed.
POSSIBLE BENEFITS OR COMPENSATION:

There is a $25 compensation for voluntary participation in this study that involves the follow up
interview. Although there is no direct benefit for the participants, participants may benefit from expressing
beliefs about the best practices in teaching history, and it is hoped that this study will contribute to the

amount of knowledge concerning the teaching of history in grades 11 -12"^.
CONFIDENTIALITY:

The confidentiality of these results will be ensured through the use of an anonymous survey with
limited identifying variables including the absence of any identification of the school system of the
participants. The data results for all participating school systems will be analyzed and published in the
doctoral dissertation.

This research survey may be hand delivered to the history teachers in grades 11""-12"^ within my
school system.

Teacher Signature
Date
Researcher, Tomasz Stanek
Date
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CALIFORNIA STATE UNIVERSITY

SAN BERNARDINO
Academic Affairs

OfflceofAcademic Research • Institutional Realew Board
/une 10, 2011

CSUSB
INSTITUTIONAL
Mr. Tomasz B. Stanek

REVIEW BOARD

c/o: Prof. Michael Verdi

E.xpcdited Review

Department of Educational Psychology and Counseling
California State University
5500 University Parkway

IRB# 10096
Status

Sun Bernardino,California 92407

APPROVED
Dear Mr.Stanek:

Your application to use human subjects, titled "'fhcorctical and practical Approach to New Teaching Method of Western
Civilizations, World History,and the United States History Curriculum in San Bernardino,California Secondary Schools:
Application ol Susan W.Bauer(200)Concept of Well-Educated Mind" has been reviewed and approved by the Institutional
Review Board(IRB). flic attached informed consent document has been stamped and signed by the IRB chairperson. All
sub.sequent copies used must be Ihi.s officially .approved version. A change in your inldrnied consent(no matter how minor
the change)requires re-submission of your protocol as amended. Your application is approvcil for unc year from June 01,
2011 through June 09,2012. One month prior to the approval end date you need to lilt- for a renewal If you have not
completed your research. Sec additional requirements(Items I -4)ofyour approval below.

Your responsibilities as the researcher/investigator reporting to the IRB Committee include the Ibltowiiig 4 requirements as
mandated by the Code ol federal Regulations 45 CI'R 46 listed below. Please note that the protocol change fonn and
renewal form are located on the IRB website under the forms menu, Failure to notify the IRB ofthe above may result in
disciplinary action. You are required to keep copies oflhe informed consent forms and data for at least tiiree years.

1) Submit a protocol chinge form ifany changes(no matter how thihor)are made in your research
prospectu.s/protocol for review and approval of(he lUB before implemented in your research.
2) Ifany unanticipated/adverse events are experienced by subjects during your research,
J) Too renew your protocol one month prior to the protocols end date,

4) When your project hasended by emailing the IRB Coordinator/Compliance Analyst.

I he CSUSB IRB has nol evaluated your proposal for scientilie merit, except to weigh the risk to the human participants and
the aspects ofthe proposal related to potential risk and benefit, fhis approval notice docs nol replace any departmental or
additional approvals which may be required.

Ifyou have any questions regarding the IRB decision, please contact Michael Gillespie,IRB Compliance Coordinator. Mr,
Michael Gillespie can be reached by phone at(909)537-7588, by fax at(909)537-7028,or by email at nigillesn@csiish.edu.
Please include your application approval identification number (listed at the top) in all correspondence.
Best of luck with your research.
Sincerely,
Sharon

,Ph-p.

Vfard,Ph.D„ Chair

Institutional Review Board

SW/mg

cc: Prof. Michael Verdi,Department ofRducational Psychology and Counseling

909.537.7SS8 - fax:909.537.7028 • http:,7irb.c5usb.edu/

5500 UNIVERSITY PARKWAY,SAN BERNARDINO,CA 92407-2393

The Callfurula srate University • Satfirshei-d • Channei isiancs • Chifxj ■ Dumir,cur2 Hilis ■ East fi:ay , Fiesno • fuilerron • Hjmbaidt ■ Long Reactr - Lcr Angei^-s
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THIS DATA WILL BE USED TO CLASSIFY RESPONSES BYAGGREGATE DEMOGRAPHIC
GROUPS.

1. GENDER:

Male
Female

2. How old are you:
*Please indicate your age in the age group list below.

_21-30
_31-40
41-50

_51-60
61- or older

3. TOTAL YEARS OF TEACHING IN THIS PARTICULAR DISTRICT:.
4. TOTAL YEARS EMPLOYED BY THIS PARTICULAR DISTRICT:_
5. TOTAL YEARS OF TEACHING EXPERIENCE:
6. TOTAL YEARS OF EXPERIENCE IN TEACHING HISTORY:
7. HIGHEST EDUCATIONAL LEVEL ATTAINED:

Bachelor's Degree
Master's Degree
Master's Plus

Specialist's Degree
Doctoral Degree

Postgraduate certificates: be specific
8. TYPE OF TEACHING LICENSURE:
(i.e. K-8 Elementary, 7-12 U.S. and World History, etc.)

9. I use primary source documents,(primary sources refers to any documents, artifacts,
photographs, and other itemsfrom the historical time period being studied), in my classroom
instruction.

^Yes

No

10. In a typical month of instruction,(20 school days), on how many days would you estimate that
your students are exposed to analyzing primary source documents?
day(s)

11. I am a current or past member of the National Council for the Social Studies,(NCSS).
^Yes

No

12. I have attended workshops or in-service sessions about the use of primary sources in history.
^Yes

13. I have successfully completed

No

courses in history in my combined years of higher

(collegiate)education.
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14. My grade point average is(or was at graduation)
below 2.5
2.6-3.0
3.1-3.5
3.6-4.0

15. My undergraduate major/specialization was:
tiistory
philosophy
history of art
literature
other(specify):

political science

Please respond to the following statements concerning the teaching of history using primary sources.
Throughout the survey,NCSS refers to the National Council for the Social Studies and primary
sources refers to any collection of documents, artifacts, photographs,or other items produced from
the time period being studied in the history class.
KEY:

5 = STRONGLY AGREE
4 =AGREE
3 =UNSURE

2 =DISAGREE
1 =STRONGLY DISAGREE

1.
2.
3.
4.
5.
6.

The main purpose for history instruction is to teach citizenship.
It is important for students to interpret primary source documents.
Primary sources(texts, art, artifacts)are easily obtained for instructional use.
Students should perform the work ofhistorians in interpretation ofevidence.
Lecture is the most effective means ofteaching history.
The California Curriculum Framework for history outlines appropriate

5
5
5
5
5

4 3 2 1
4 3 2 1

4 3 2 1
4 3 2 1
4 3 2 1

standards or benchmarks for students.

5 43 2 1

7.
8.
9.
10.
11.
12.
13.
14.

Students enjoy using primary sources more than textbooks.
I am comfortable using primary sources in teaching history.
I have attended high-quality social studies workshops.
My coursework in college emphasized the use ofprimary sources.
It is difficult to integrate primary source documents with the textbook.
In my college history courses,1 analyzed primary source documents.
Analysis ofprimary sources is too difScult for my students.
There is little benefit to using primary sources in the classroom.

4 3 2 1

15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.

1 frequently use technology for instruction in my history class.
The California Curriculum Frameworks drives my instructional planning.
1 have too little time for acquiring primary sources for my instruction.
It is important for me to use primary sources in my instruction.
My students use the computer in classroom assignments.
1 am well-trained in integrating technology into my instruction.
My school media center has a number ofprimary source collections.
The technology at my school is frequently unreliable.
1 have attended workshops about best practices in history instruction.
It is difficult to use primary sources and also complete the work from textbook.
1 often studied primary sources in my own history classes.
Students lack the necessary basic knowledge to understand primary sources.
Part ofmyjob is to teach critical thinking skills for my students.
1 am not comfortable in selecting primary sources for use in my class.
1 have never analyzed primary sources for historical interpretation.
Students do not learn history from studying primary documents.
Primary sources are good tools for motivating students to complete

5
5
5
5
5
5
5
5
5

5
5

4 3 2 1

5
5
5
5
5

4 3 2 1
4 3 2 1
4 3 2 1

4 3 2 1
4 3 2 1

4 3 2 1
4 3 2 1

4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1

5

4 3 2 1

5
5

4 3 2 1

5
5
5
5
5

4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1

the work from the textbook

543 2 1

32. I would attend workshops about integrating primary sources into my class
Instruction.

33. The internet is a valuable tool for locating primary sources.
34. NCSS advocates the use ofprimary sources in classroom instruction.

5 4 3 2 1

5432 1
5432 1

35. 1 would use primary sources more often in instruction iff had a model for

instruction that outlined how these sources could be integrated into lessons.
36. Primary sources do not provide students the factual background they need
to learn in an effective history class.

37. 1 frequently use computers for instructional purposes.
38. My course textbook provides a sufficient number ofprimary sources.
39. Membership in NCSS is valuable to remain up-to-date with research into
the current "best practices" in social studies instruction.

40. The analysis ofhistorical primary sources teaches valuable lifelong skills.
41. I teach my classes in much the same method as my own history classes
were taught when I was a student.

5432 1
5432 1

54321
54321
5432 1

54321
5 432 1

42. 1 frequently rely on my textbook for pacing the instruction in my class.

54321

43. IfI use primary sources often in my class, the students' scores on standardized
tests will be lower than they currently are.

5432 1

44. It is too difficult to plan lessons using primary sources consistently.
45. I have attended a history/philosophy/or social science conference this year
46. 1 have discussed, communicated with, or visited a community college instructor

54321
5432 1
54321

47. I am a life-long learner
48. I read regularly from the primary sources

5432 1
5432 1

49. After watching a history themed movie in a theatre I check the sources for accuracy 5 4 3 2 1
50. I teach advance-placement History courses at my institution

5432 1

THE FOLLOWING QUESTIONS ARE OPEN-ENDED QUESTIONS CONCERNING THE USE
OF PRIMARY SOURCES,THE IMPORTANCE OF HISTORY IN SCHOOL,AND YOUR
EXPERIENCES WITH PRIMARY SOURCES.

1. In your opinion, why should students be required to study history in school?

2. In your opinion, what types ofinstructional practices define a quality history class?

3. What is your opinion ofthe use ofprimary sources in your instruction?

4. Have you attempted exposing students to the full-length academic articles?

5. What are some primary sources that you use in your instruction?

6. Are you familiar with the "great books" concept?

7. Are you a life-long leamer? Are you currently enrolled in a professional development course?

8. In your opinion,should history course teach logic,reasoning,and verbal eloquence?

9.In your opinion, would you be interested in participating in a community college and K-12 faculty
exchange program that includes: visiting lectures, observation, and active research?

10. Ifyou could meet and talk to one person from the past, who would it be?

11.Ifyou could ask the person three questions, what would they be?

12. Explain your rationale for each ofthe above questions.

13. Since it is impossible to ask the individual,how might you find the answers to your questions today?

ADDITIONAL COMMENTS:

Thank you for taking the time to complete this survey. Your help is greatly appreciated!

Drinnon, Matthew E. 2005. The perception of the value of
the use of primary source documents among East
Tennessee Lakeway Area history teachers in grades 5
12. (Unpublished doctoral dissertation). East

Tennessee State University, Johnson City.
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